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Abstract 
The Course Evaluation Questionnaire is a student evaluation instrument designed to 
measure the teaching performance of academic organisational units. The statistical 
qualities of its scales, as well as their sensitivity, reliability and validity have been 
confirmed in other studies. This study situates the development of the CEQ within the 
context of public sector reform in Australia, which emphasised accountability measured 
through performance indicators. It reviews previous research using the CEQ and 
attempts to apply the CEQ in a new way, by using responses from students who were 
enrolled in a first year accounting subject at three established universities, to construct a 
model which quantifies the relationship between students' overall satisfaction score and 
certain variables which were tested for their contribution to students' satisfaction. The 
variables which were found to make a statistically significant contribution to student 
satisfaction were: good teaching; clear goals and standards; appropriate workload; 
emphasis on student independence; gender; language background; and university. The 
major conclusions reached are 1) that of the five CEQ scales good teaching appears to be 
most strongly related to overall satisfaction and that positive effect is the same at all three 
universities, 2) that gender affects satisfaction at all three universities and 3) that 
language background has an effect at two universities. The implications of these findings 
for quality teaching in accounting courses and for accounting education research are 
discussed. 
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Chapter 1 
Introduction 
1 . 1 Background to the Research 
Reform in the Australian Public Service is high on the agenda of the Federal 
Government (MAB-MIAC 1992), and higher education has been one of the most 
reformed areas. Since the release of the Government's 1987 Green and 1988 White 
Discussion and Policy Papers on Higher Education (Dawkins 1987a; 1987b; 1988) 
higher education in Australia has been going through the most rapid series of 
Government-initiated changes in its history. Major reforms included changes in 
funding processes which were designed to make higher education institutions more 
accountable for their performance. The Green Paper proposed the development of 
performance indicators as the basis for funding institutions. One performance indicator 
which has received considerable attention is student evaluations (Linke 1991). 
The assertion that student evaluations are valid and reliable indicators of aspects of 
teaching performance and classroom presentation is controversial. However , 
discussion in the literature on evaluation of teaching confirmed that such assertions are 
valid (see for example Feldman 1977; Moses 1985; Marsh 1987; Eley and Thomson 
1993). One evaluation instrument, which has the support of the Federal Government 
(in that it has been selected for annual distribution by the Graduate Careers Council of 
Australia (GCCA) with the Graduate Destination Survey) is the Course Experience 
Questionnaire (CEQ)l. The CEQ was developed by Paul Ramsden and his colleagues 
and its use as a performance indicator of quality in higher education institutions has 
1 The CEQ has attracted the attention of the A V -CC's Standing Committee on Statistics, who along 
with the GCCA, is currently reviewing the CEQ. 
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been confinned by a national trial (Linke 1991 ) and other studies (Mathews et al 1990; 
Trigwell and Prosser 1991a; Long 1993; McInnis 1993; ACER 1994). 
Reviews of specific disciplines in higher education were commissioned by the 
Department of Employment, Education and Training (DEEr) and its predecessor, the 
Commonwealth Tertiary Education Commission (CTEC) as part of the increased 
interest in accountability (Ross 1990). In The Review of the Accounting Discipline in 
Higher Education (Mathews et al. 1990), the CEQ was used to ask final year students 
and graduates to evaluate aspects of teaching and overall satisfaction with the course. 
Concern was expressed over the consistently lower ratings given to established 
universities over the former Colleges of Advanced Education (CAEs). The lower 
ratings were on important aspects of teaching and learning grouped as sub-scales 
(Good Teaching, Clear Goals, Emphasis on Independence) and the overall satisfaction 
score. The report of the review published, amongst other findings , a table which 
showed the mean scores for each CEQ sub-scale (Good Teaching , Clear Goals , 
Appropriate Workload, Appropriate Assessment, Emphasis on Independence) and 
overall satisfaction for each university. A major criticism of the uses of the CEQ is this 
creation a league table of universities (Magin 1991 ; Treloar 1994). 
This study is motivated by a desire to see the CEQ used in a more constructi ve way, 
and so it attempts to model , and quantify , the strength of relationships between student 
satisfaction and the CEQ scales, and demographic characteristics of students whose 
course included a first year accounting subject. Its major purpose is not simply to 
present comparative data for the three uni versities involved in the study , but gathers 
data from three locations and uses a sample which is large enough to present 
statistically significant results concerning this relationship. The research question 
which this thesis seeks to address is what factors contribute to student satisfaction with 
perceived teaching quality and do these factors differ between universities? The CEQ is 
employed to model and quantify the relationships between these factors. 
A second motivation for the study is the desire to confirm or deny if gender and 
ethnicity continue to have no effect on students' perception of aspects of teaching 
quality and overall satisfaction with the course. Specifically within the accounting 
discipline, Mathews et al found no effect for gender or ethnicity. With the increasing 
numbers of overseas students (Campus Review 1994, p. 5), the continuing debate over 
English language proficiency of students from Non-English Speaking Backgrounds 
(NESBs) who are entering university and the increased numbers of females entering 
courses where accounting subjects are taught, it is important that research is undertaken 
into possible gender and ethnicity effects. 
1 .2 Overview 
This thesis is comprised of seven chapters. Chapter 2 presents a framework for reform 
in higher education, set in a wider context of public sector reforms. The general public 
sector reforms centred on 'value-for-money', efficiency and effectiveness, and 
accountability. Specifically in higher education, the call was for quality in teaching and 
performance indicators to be linked to funding (HEC 1992a). This was not confined to 
Australia but there is evidence from UK and the Netherlands where the bulk of the 
education was f~nded by government. Performance indicators for research were being 
developed: refereed publications; citations; research grants etc. But performance 
indicators for teaching quality still had to be explored. A body of literature, which 
advocated the use of student evaluation as one indicator of teaching quality , had 
emerged. It concluded that student evaluations, with many flaws and much reluctance 
by academic staff to accept their validity, could be one amongst many indicators of 
teaching quality. One particular instrument, the CEQ developed by Paul Ramsden et ai, 
has been both widely criticised and widely used to assess students' perception of 
quality teaching and also students' satisfaction with their course experience. This 
study chose to use the CEQ to ask students studying first year accounting, as one of 
their course subjects, about their perception of teaching quality. 
3 
Chapter 3 traces the early development of the CEQ and outlines its assumptions in 
terms of student approaches to learning styles. As it had been used in several national 
studies in Australia as well as other smaller studies both here and in the UK, the 
findings of these studies are examined. Criticisms concerning the CEQ are addressed 
whilst, at the same time arguments are proposed to justify its use in the present study , 
despite its limitations. 
Chapter 4 develops the hypothesis by revIewIng the literature on the vanous 
components of the statistical model to be tested. These components include the 
characteristics of quality teaching ( the five scales of the CEQ - good teaching, clear 
goals and standards, appropriate assessment, appropriate workload, and emphasis on 
independence), in addition to the first year experience at university , gender and 
ethnicity. 
Chapter 5 describes the research method, the choice of research sites , the survey 
population, the distribution and collection of questionnaires , and the CEQ. It discusses 
the demographic data collected from the CEQ and gives details of the five CEQ scales. 
Coding procedures are also reported. 
Chapter 6 describes the modelling process and presents the null hypothesis to be tested. 
The results of the statistical modelling are reported and interpreted and responses to the 
open-ended questions are reported. 
The final chapter summarises the findings and draws conclusions from the results of 
the study. Areas for further research are highlighted. 
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1.3 Limitations and Assumptions 
This thesis adopted an established questionnaire which has recently attracted a 
considerable amount of criticism. Herein lies the inherent limitation of the study - the 
CEQ itself. It has been criticised for being biased towards a British paradigm which 
equates good course conditions to good teaching (Magin 1991), for the use of extreme 
wording in statements to which respondents must agree or disagree (Treloar 1994) and 
for the omission of disciplinary content of courses where the omission creates a large 
gap in any continuum along which overall course experience is to be measured (Treloar 
1994). These limitations are acknowledged and discussed within the study. However, 
the thesis is written with an understanding of the CEQ's perceived validity and an 
acknowledgment that further developments have occurred since the version of the CEQ 
used in this study was distributed to students in May 1994. It was not possible to 
incorporate those improvements in this study. 
A second limitation is associated with the non-respondent bias. Of the 1763 students 
who, in 1 st Semester 1994, were enrolled in the accounting subject at the three 
universities surveyed only 1247 were present at the lecture and completed the 
questionnaire (70.7%). The other thirty per cent did not attend the lecture during the 
last week of semester, when traditionally examinable material is emphasised and 
examination details related to students. It could be assumed that the most dissatisfied 
students did not attend lectures and the responses collected may be biased. This could 
limit the generalisability of the study. 
Another factor which also could affect the generalisability of the study is the fact that 
survey sites were established universities which held mass lectures. The results might 
not be generalised to former CAEs and universities which conduct smaller lectures. In 
order to overcome this problem, further studies could be conducted using a stratified 
sample chosen to represent the different types of universities. 
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The problem of unifonnity of administrative procedures at three different locations was 
addressed by lecturers distributing the questionnaires in the mass lecture/s during the 
last week of semester, without additional comment. Students were asked to read the 
accompanying letter and answer the questionnaire as directed. 
The results of the study are based on two assumptions. The first is the 
representativeness of the sample. In attempting to determine whether the sample of 
respondents was representative of the total population , the gender composition of the 
AND cohort was investigated. The assumption was made that the other universities 
had the same distribution and the sample accepted as a reasonable representation of the 
total population. The second assumption was that students were able to distinguish 
between courses, subjects and teachers. The efficacy of the CEQ rests on its evaluation 
at a macro level, that is where the course is the unit of evaluation. Students were asked 
to think about the course as a whole rather than identifying individual subjects, or even 
individual lecturers. Responses to the open-ended questions indicated that students 
were commenting on the course as a whole and individual subjects which made up the 
whole course. The CEQ cannot be used to assess individual lecturers or individual 
subjects and no attempt has been made to do so in this study. 
This chapter laid the foundations for the thesis. It placed the research in its wider 
context and presented the motivation for the study. The methodology was briefly 
described, the following chapters were outlined and the limitations and assumptions 
were given. On these foundations the thesis can proceed with a detailed description of 
the research. 
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Chapter 2 
Reforming Education 
2. 1 Background 
The Review of the Accounting Discipline in Higher Education, which was undertaken 
between March 1989 and June 1990 (Mathews ef al. 1990) was the fourth in a series of 
discipline reviews in Australian higher education determined by DEET and its 
predecessor CTEC. However, this and other attempts to reform higher education 
require contextualisation within wider public sector reforms that were being undertaken 
in the UK, some European countries, and Australia. Concepts such as accountability , 
performance indicators, outputs and managerialism did not relate only to higher 
education but to all aspects of publicly-funded institutions. 
In the UK Peters (1992) noted that the 1980s and 90s were characterised by 
governments committed to reducing levels of public expenditure using market 
principles and privatisation strategies. This was the beginning of funding being linked 
to financial management in publicly-funded institutions with funding models being 
based on performance reviews. In the Netherlands the political environment demanded 
a 'value-for-money' approach towards the public sector, ending more or less 
unconditional governmental funding of public higher education (Goedegebuure et al 
1990). Similar to the UK experience, funding was linked to the performance of higher 
education institutions. Developments in Australia followed the pattern of the UK and 
the Netherlands, as the golden age of higher education came to an end in the 1980s 
(Ferris 1992). In 1986 the Commonwealth Tertiary Education Commission (crEC) 
issued a major report and recommendations for improving higher education. This 
report moved higher education onto the policy agenda and foreshadowed the emphasis 
on improved productivity in the subsequent policy initiatives. (Ferris 1992, p. 333). 
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Economic trends, policy objectives , and public sector reforms (eg. economIC 
rationalism and managerialism) in conjunction with CTEC's demise in 1987, and the 
creation of the amalgamated Department of Employment, Education and Training set the 
stage for the Minister for Employment, Education and Training (The Hon J. S . 
Dawkins MP) to issue the Green Paper, Higher Education: A Policy Discussion Paper, 
in December 1987. This was followed in July 1988 by the White Paper, Higher 
Education: A Policy Statement, detailing the Hawke government's higher education 
agenda for the 1980s and 1990s. 
This chapter briefly outlines the general nature of reforms within the public sector, 
which focussed on accountability. It then discusses various aspects of accountability 
specifically as it relates to higher education. Reforms in theUK, the Netherlands and 
Australia are described tracing the emergence of teaching quality and performance 
indicators. The chapter concludes with a discussion of performance indicators as a 
quantifiable measure of quality , signalling the use of student evaluations as one 
indicator of teaching quality. 
2.2 Accountability in the Public Sector 
Defined in its broadest sense, accountability is the giving and demanding of reasons for 
conduct. It has been strongly linked to the concepts of 'efficiency' , 'effectiveness' , 
'economy', and 'value-for-money'. Efficiency seeks to ensure that maximum output is 
gained from resources , that is the ratio between inputs and outputs is high. 
Effectiveness relates to the level of achievement of goals, that is outcomes from inputs. 
Economy seeks to acquire resources of appropriate quality for the minimum cost. 
Governments in the 1990s are focussing on efficient use of resources and the 
community is increasingly demanding 'value for money' which necessitates a focus on 
results (Core 1993). The expectation has been that the delivery of public sector 
services would be transformed by improving economy, efficiency and effectiveness. 
Because of the focus on inputs and outputs, performance evaluation and output 
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measures have been devised. Accountability is based on the principle of reducing the 
role of central government, yet one of the outstanding features of performance 
evaluation is the paradox that measuring perfonnance gives governments tighter central 
control (Carter 1989). 
Accountability, by its very nature, is complex. Uhr (1993 , p. 23) argued that there is 
no comprehensive theory of accountability. Core ( 1993 , p. SO) proposed that 
accountability was about making perfonnance visible, that it related to judgements 
being made about the exercise of power, and those judgements having to be explained 
and tested. Accountability is about answerability , reporting, rewards and sanctions. It 
has, as a strong motivator, the knowledge that perfonnance outcomes or results will be 
made visible and that someone will be held accountable for that perfonnance. The 
accountability debate has been used to draw out improvements in efficiency and 
effectiveness 
Public sector refonns, which focussed on accountability , had as their modus operandi 
efficiency , effectiveness and economy. Accountability had been reduced to the 
adequate reporting of results achieved by publishing infonnation on results and by 
generating improved infonnation bases or evidence of economy and effectiveness. As 
Uhr (1989) argued, effectiveness is more than a matter of data capture and the 
discharge of accountability is more than a matter of data handover. In higher education, 
accountability also focussed on data collection to enhance efficiency, with the rhetoric 
emphasising the maintenance of quality to be judged by many stakeholders, including 
students. 
2.3 Accountability in Higher Education 
Towards the end of the 1970s Hannan & Johnson ( 1979) observed that public 
sympathy for higher education appeared to be in decline and that there were frequent 
demands for closer control over, and scrutiny of, universities. They advocated that 
9 
I 
: 
higher education institutions and their members should attempt more seriously to face 
up to the issues of academic accountability. Internal quality control was preferable to 
external intervention and control but higher education institutions become subject to 
tighter central control measures, including perfonnance evaluation. 
Academic accountability can be considered at every level in the institutional structure -
faculty, section, division and department. The emphasis has been on two levels , the 
institution and the individual lecturer. The focus of attention has been on strengthening 
existing mechanisms and developing appropriate new ones and to assist higher 
education institutions win back academic respectability and community acceptance. 
But, as Hannan and Johnson argued (1979), academic accountability depends primarily 
on the responsibility and integrity of academic staff. who need to recognise that the 
high degree of freedom they enjoy demands a high level of responsibility for their 
decisions and actions. Higher education institutions need to work to help individual 
academics recognise and appreciate more fully their great responsibility to students. 
There is a duty to act in accordance with natural justice and an expectation that lecturers 
will respond to the needs of students. 
2.4 Reform in the UK, the Netherlands and Australia 
The British experience of the 1980s was that the Government sought to infuse a degree 
of accountability into what was perceived to be an overly-independent publicly-funded 
system. In Britain, institutions of higher education were expected to demonstrate that 
public money had been well spent and that clients (including students) were satisfied 
with universities' products (including students, courses, research, services etc (Gordon 
1990). 
The past fifteen years have witnessed the end of the university as a 'community of 
scholars' or at least a humanist institution able to independently reflect on and mediate 
the changes in post-industrial society (Peters 1992). Education is less part of social 
policy, but is increasingly viewed as a sub-sector of economic policy (Neave 1988, p. 
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274). Higher education has been inextricably connected with the labour market and the 
imperatives of job creation. Pressures for universities to become vocationally oriented, 
attacks on tenure and early retirement schemes for academics have all contributed to 
institutions and academics feeling under siege from both government and the 
community. The vocational orientation has meant a closer alignment with the private 
sector and industry, but it has also meant replacement of idealisation of uni versities, 
where knowledge was sought for its own sake rather than a means to an end (Peters 
1992). 
Restructuring in the Netherlands was efficiency-driven, yet it was the efficiency of each 
institution rather than the system as a whole (Goedegebuure et al. 1990). The need for 
higher education to develop a more formal quality assessment scheme became more 
obvious yet there was a lack of experience in the Netherlands. The practices of North 
American education became a guide for both UK and Netherlands higher education 
institutions. Perfonnance indicators as empirical , quantitative or qualitative data that 
point to an institution's goal achievement, accompanying strategic planning, missions 
and efficiency measurement became the fulfilment of the accountability imperative. 
Efficiency indicators were staff-student ratios and costs per student whilst effectiveness 
indicators were number or proportions of graduations and employment of graduates. 
Indicators of quality were problematic because standards of quality are usually focussed 
on aspects of education that are easiest to count. Productivity of individual academics 
came under scrutiny using such indicators as peer review for publications, for citations 
and success in obtaining research grants. 
In Australia, the golden age of higher education came to an end in the 1980s (Ferris 
1992). Problems which faced both UK and the Netherlands were being experienced in 
Australia, but the problems were exacerbated by a decade of financial neglect and the 
imperative to expand capacity in terms of student numbers as a result of higher retention 
rates in years 11 and 12. The Higher education system had to reform to accommodate 
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demands for efficiency and effectiveness. Another contributing factor was the massive 
expansion in vocational education for the professions and the role of the university to 
train and educate future members of those professions (Cullen 1992, p. 3(0). 
The recent upsurge in accountability dates back to the Review of Efficiency and 
Effectiveness in Higher Education by crEC in 1986 (Ross 1990). This was followed 
by CTEC Triennial Report , Green Paper 1987 and White Paper 1988. The Green 
Paper proposed the development of performance indicators as the basis for funding 
institutions 
For Ferris 1992, the defining changes for Australian education were: 
1) the restructuring of the higher education system in 1988 when a unified system 
merged universities and colleges of advanced education into a single system in which 
funding was based on profiles of activities; 
2) the privatisation of a fraction of the higher education burden with the imposition of 
student fees. The Higher Education Contribution System (HECS) was revenue 
enhancing for the Commonwealth but did not provide direct incentives for institutions 
to be more efficient or effective. Prices were not a parameter for institutional decisions 
except in the case of full-fee paying international students and particular groups of 
postgraduate students; and 
3) the adoption of a "contractual" approach to the public funding of universities. 
Institutional funding was to be accomplished through the negotiation of institutional 
profiles between universities and the Commonwealth over their activity profiles. 
Precise allocation of funds was determined by the Relative Funding Model (RFM), 
with funds being derived from general revenues as well as HECS fees. 
These changes in funding processes were designed to make institutions more 
accountable for their performance. 
One of the most important issues to arise from these reforms was institutional 
autonomy and its relationship with accountability. It was argued earlier that as 
1::2 
performance evaluation measures were devised government's control over institutions 
became tighter (Carter 1989). This argument applies to DEET's relationship wi th 
universities. DEET, as a vehicle for achieving government policy, can monitor 
institutional behaviour by using performance as a criterion in funding rounds. The only 
independent funding to protect the autonomy of institutions is from international 
students and fee-paying graduate students. The Commonwealth is exerting more 
control over institutions which in tum shapes agendas and influences performance. 
Influence is exerted through incentives embedded in new funding processes rather than 
regulations. As with the UK experience, Ferris (1992, p. 337) argued that the current 
environment is one where higher education is part of economic policy, and is expected 
to meet Australian labour market demands and to enhance its international 
competi ti veness. 
Tensions in the perennial tug-of-war over accountability and autonomy remaIn. 
Universities have discovered that it is difficult to retain autonomy when there is reliance 
on a single source of funds. DEET, in its pursuit of reformation in higher education 
identifies quality as a major focus in the 1990s, has attempted to establish performance 
indicators as quantifiable measures of quality, a goal which was not impossible but was 
not easy. The educational problem was how to demonstrate that higher education was 
accountable while 1) not reducing quality and 2) using accountability processes to 
enhance quality. Performance indicators derive from pressures for accountability and 
the solutions sought emphasised using student evaluations to measure teaching quality. 
2.5 Focus on Quality 
The Senate Standing Committee on Employment, Education and Training (1990) raised 
questions about standards of teaching in higher education, citing submissions which 
drew attention to poor quality teaching and to the lack of reward for excellence in 
teaching. As a result of its report, quality became the major focus of the Government's 
initiatives in reforming higher education. The challenge of the 90s and beyond was to 
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maintain quality, at a reduced unit cost, whilst student numbers increased (Ashworth 
and Harvey 1994). 
The 1990s has become the decade of 'quality' with respect to higher education, and its 
assurance is high on the education agenda in DECD and other countries. Funding and 
student numbers have been identified as possible causes of the perceived erosion of 
quality. Concern has been expressed that the foundation of quality has shifted as 
institutions moved from elite to something closer to mass higher education. Funding 
from the public purse has not flowed as readily (HEC 1992b), the White Paper released 
in 1988 giving details of new funding mechanisms (Baldwin 1991). Funding would be 
in accordance with weighted student load, refined by the Relative Funding Model 
(RFM), where funding decisions reflected relative teaching costs. 
Mass education has been accompanied by concern over quality. A range of reviews, 
the National Priority (Reserve) Fund and other measures, were used to support quality 
initiatives. Institutional restructuring was to enhance quality through enrichment of 
academic programs. Institutions were to engage in quality assurance, particularly since 
a majority of DECD nations were establishing such arrangements and Australian 
education was becoming internationalised. 
Higher education in Australia underwent significant structural, organisational and 
funding changes during the latter part of 1980s when access was greatly increased 
(Ferris 1992). Debate in 1990s turned to quality, with groups such as employers of 
graduates, staff, students and management of institutions contributing to the ongoing 
discussion. The views of all stakeholders were seen as having legitimacy (HEC 
1992b). 
The definition of quality remains contestable. It has been identified as a relative concept 
(Ashworth and Harvey 1994; HEC 1992a), meaningful only from the perspective of 
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those judging at the time against some standard or purpose. Understanding what 
constitutes quality is difficult and depends on judgements which can be based on ill -
defined evidence and varies according to the perspective and values of persons making 
the judgement. The Higher Education Council chose not to define quality per se but to 
describe the attributes students should acquire when exposed to quality higher 
education; qualities of outcome and fitness for purpose. This continued the shift 
towards an output and outcome rather than an input dominated approach. Despite many 
reports being issued on the subject of quality, the debate is characterised by the absence 
of a universally acceptable, single definition of quality. 
Despite the absence of a definition of quality, Andresen ( 1992, p. 318) proposed 
parameters within which evaluation of good teaching could be undertaken: 
1) with respect to student learning - study and observation of the effects of teaching on 
the quality and quantity of student learning; studying how and what students learn in 
subjects and letting teaching approaches be influenced by what is discovered from 
students; 
2) with respect to monitoring and evaluating teaching - teaching that is planned , 
involves the teacher taking responsibility for the quality of student learning and being 
concerned to know what students say about the teaching they receive , letting that 
information influence teaching; 
3) with respect to assessment of student learning - relating the forms and methods of 
assessment to how as well as to what students are to learn; providing systematic 
feedback; encouraging students to critically reflect on their own learning; and 
4) with respect to lecturing and explaining - forms of presentation which are justified in 
terms of their efficiency and likeiy contribution to student learning, effective 
communication to encourage active learning and intellectual engagement. 
This is a student-centred approach to learning and constructed a framework within 
which students could evaluate the quality of their teaching experience. Since students 
were identified by HEC as having a legitimate stake in the quality debate, student 
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evaluation can be considered as capable of making valid contributions to the judgement 
of quality teaching in higher education (Mullins and Cannon 1992). 
For Ramsden (1991a) good teaching is sharing the love of the subject; making material 
stimulating; working at the student's level; using clear explanations; making it clear 
what has to be understood and why; showing concern and respect for students; 
encouraging independence; using teaching methods which require active and co-
operative learning; using appropriate assessment; giving high quality feedback; learning 
from students about the effects of teaching. Evaluation is an integral part of teaching, a 
continuous process of learning from one's students. 
One serious negative consequence of use of methods for assessing teaching quality is 
that the measure may become the definition of success leading to a distortion of the 
educational system as members of staff and institutions strive to achieve favourable 
appraisals or high scores on the indicator, and neglect educationally valuable aims in the 
process (Ramsden 1991a). 
2.6 Student Evaluations as Judgements on Quality 
Asking students to make judgements on teaching quality is not without its problems. 
However, students are in a unique position to assess quality and to enhance it (Linke 
1991). University lecturers frequently obtain feedback from students yet staff who 
work in research and development units frequently suspect that most of the people who 
seek their help in obtaining feedback from students are those who are confident that the 
feedback will be favourable (Dunkin 1990). Staff who are most willing to receive 
student evaluation are likely to be those who see themselves as being competent. 
Another argument is that staff who perceive themselves as competent do not need 
assurances to that effect from students. The self-assured may pursue their academic 
tasks of teaching and researching without concern for the reactions of students who 
they probably regard as being well served. These contradictory observations (Dunkin 
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1990) obviously pose problems for the use of number of student evaluations as a 
performance criterion. 
In spite of these problems, the National Union of Students (NUS) argued that teaching 
quality had to be defined from the perspective of the student, not the teacher (HEC 
1992b, p. 27) because of the way in which teaching influences the outcomes of 
students. NUS believes that teaching is a measurable activity and ways of measuring it 
can be devised. There are a number of levels at which students may evaluate teaching 
ranging from individual lecturers through to courses and departments. Ramsden 
(1991b) argued that at the level of courses, students were in the unique position of 
being able to look for the characteristics of programs (courses) which achieved their 
stated objectives. At a micro level, it is also possible to ask students how individual 
sessions contribute to the totality of the program. Questions relating to teaching 
content, teacher presentation, how students are challenged, teacher expectation as to 
student response, and appropriate standard of assessment are legitimate to ask students 
(Ashworth and Harvey 1994). 
Scriven (1989, P. 15) argued that there was a group of judges who, with some care, 
could be validly used to help in the process of teacher evaluation and they are students. 
Scriven believed that, in some respects, students were better placed to tell academics 
important things such as how well the subject matter was made comprehensible to 
them. On that matter he suggested that students were observers rather than judges. 
Even though Wilson (1991)judged the academic community as regarding evaluation of 
teaching performance as unscientific, highly SUbjective and inadequate and undesirable 
there is widespread recognition that student evaluations can be an indicator of teaching 
quality. These evaluations are links in the chain of accountability for quality. The next 
question asked and answered is how to measure quality. 
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2. 7 Performance Indicators as Quantifiable Measures of Quality 
Linke et al. (1984) attempted to bring together a variety of information relating to the 
definition and measurement of quality and efficiency in higher education. Major 
conclusions were: 
1) that the measurement of educational effectiveness, quality and efficiency is 
predicated on the assumption of specific educational goals which are defined as clearly 
and precisely as possible, to be interpreted consistently and accepted universally; and 
2) that quantitative indicators of educational effectiveness and efficiency are inherently 
selective and insensitive to local or circumstantial conditions, which requires that they 
be qualified with an appropriate explanation of the context within which they are used 
and the limitations of their interpretation, and that judgments of a more general kind be 
based on the use of multiple rather than individual characteristics. 
Over the past decade pressure on the higher education system has created tension in the 
system which has been exacerbated by the fact that there is little agreement, within and 
between institutions, as to specific educational goals. Universities have shifted from 
being a "community of scholars" able to reflect on and mediate the changes of post-
industrial society, to being connected to the labour market and government imperatives 
for job creation (Peters 1992) in addition to being influenced by fads and fashions in 
management theory (Cullen 1992). The quantitative indicators are output measures, 
which are, in higher education, diverse, ambiguous and sometimes intangible by 
nature. The solution to the dilemma has been to discover quantifiable 'performance 
indicators' as surrogates for output measures. Quantification is often thought to be 
synonymous with 'objective' or 'scientific' or 'factual' measures. By contrast, non-
quantifiable or qualitative measures are often described as 'subjective' or 'soft' . In 
practice, so-called hard or quantified data themselves usually tum out to be soft, in the 
sense of being SUbjective and value-laden. Ambiguity over objectives and the lack of a 
physical measurement of outputs make the task of management difficult and places 
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inordinate strains on any system of performance indicators and measurement which 
focuses on 'outcomes' (Guthrie 1990). 
There has been some general agreement on performance measurement and indicators. 
Student wastage and completion rates, student employment destinations, peer ratings of 
teaching performance and student evaluation have all been used as performance 
indicators of quality teaching. Not all these measures are well developed and all have 
significant problems. Cave et al (1988, pp. 61-78) argued that measures of teaching 
performance possess problems because of the "value added" effect, that is the 
difference between beginning and end achievement. The major difficulties were - a) 
lack of uniformity between institutions in measures of achievement, b) problems of 
special tests just to measure teachers' performance, and c) problems of teaching to the 
test. Ramsden (1991, p. 130) discussed wastage and completion rates , but concluded 
that they were determined by factors other than teaching performance. He also 
proposed there were problems with student employment destinations and peer ratings 
of teaching. Ramsden concluded that students' evaluations as a direct measure of 
customer satisfaction had appeal. 
Another performance indicator or outcome measure which could evaluate quality is 
student learning outcomes that is quantitative differences in student assessment results. 
Trigwell & Prosser (1991 b, p.395) discussed arguments against the use of student 
learning outcome measures for evaluative purposes. They raised two central issues: 
first, the non-existence of reasonable outcome measures that can be used across 
courses, and therefore the unfairness of comparing courses and teaching by such 
outcome measures; and second the fact that students' learning is not just a function of 
the quality of an individual's teaching in the course, but also the students' prior 
knowledge and experience, the context in which the teaching takes place and the 
student's willingness to engage in the learning experiences in the course. These 
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arguments question the use of student assessment results as a performance indicator of 
teaching quality. 
Taylor and 10hnes (1989) evaluated various performance indicators based upon the 
First Destination Record (student employment destination) and concluded that 
performance indicators constructed from this record did not stand up to close scrutiny, 
and it should be used only for helping graduates to find suitable jobs as quickly as 
possible after graduation. They further concluded that its value as a source of 
performance indicators should be seriously questioned in spite of the fact that this 
indicator was used for resource allocation decisions. 
Linke (1991) in a major review of performance indicators in higher education also 
recognised the problems associated with 'value added' measures (the ratio of student 
inputs measured by exit qualifications), wastage rates, relative teaching costs, 
employment destinations and peer review. He concluded that none of these measures 
was well developed and all had significant problems. Student ratings of teaching, 
though not without its problems, was recognised as having less problems than the 
others. Student ratings could give an indication of quality by asking the consumers 
directly for their perceptions. One instrument, which has the support of the 
Commonwealth (in that it has been selected for annual distribution with the Graduate 
Destination Survey), is the Course Experience Questionnaire (CEQ). This 
questionnaire yielded data related to several aspects of teaching, broadly defined. This 
review tested the CEQ, an instrument devised to yield valid data as to student's 
perception of the nature of good teaching and students' satisfaction of teaching quality, 
at an aggregate level. The questionnaire measured differences in several aspects of 
teaching, broadly defined and did not pretend to measure all aspects of teaching, only 
those aspects where students were in a position to make valid comments. As a result of 
the Linke report, student evaluations gained greater recognition as a quantifiable 
indicator of, and proxy for, teaching quality. 
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There is widespread SUspIcIon and fear about any mention of evaluation of (or 
accountability for) academic performance. Evaluation is sometimes perceived to 
threaten academic freedom and autonomy and suspicion may be justified because in the 
past some judgements have been made using inadequate procedures or based on ill-
defined criteria. For individual lecturers and institutions outcomes of evaluation 
sometimes have been punitive 2; their purpose to identify and expose weak links and 
justify decisions already taken. 
The Commonwealth supports quantitative performance indicators despite their 
imperfection. From 1994 allocation of new money for higher education was on the 
basis of performance, as measured by a variety of indicators, with increased funding 
being used to reward institutions that make the best use of total resources. Research on 
the reliability and validity of student ratings as a performance indicator has been 
voluminous (Ory and Braskamp 1981) and student evaluations, using the CEQ, has 
Commonwealth support. For accounting departments performance indicators offer the 
greatest opportunities and pose the greatest problems. It is five years since the 
Mathews report, and accounting education has had time for reflection and reformation. 
As part of the review undertaken by Mathews a version of the CEQ was used to 
measure students' perceptions of aspects of their course experience as well their overall 
satisfaction with the course. Whether students are more or less satisfied now than they 
were at the time of the Mathews report is an important research question. If individual 
accounting/commerce departments and schools are to be measured not only in terms of 
their research but also teaching quality, it is necessary that the CEQ be confirmed as a 
valid indicator of students' perceptions of quality in a discipline specific context, and 
that accounting as a discipline continually improve its quality concentrating on those 
areas of teaching, as identified by the CEQ, which need improvement. 
2 Some universities are concerned that they may not retain their Group 1 status in the 1995 Quality 
Funding round. At least one university is concerned their quality money may be affected as a result of 
a comprehensive evaluation which included seeking students' perceptions of their learning experience. 
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Chapt~r 3 
Reviewing the CEQ Literature 
3. 1 Introduction 
Trigwell and Prosser (1990b) anticipated that the policy developments in Australia in 
the late 1980s would lead to increased evaluation of teaching and courses, and in 
particular increased use of student evaluation of teaching and courses by questionnaire. 
By 1995 the prospect had become a reality. The Review of the Accounting Discipline 
in Higher Education (Mathews et al 1990) incorporated the CEQ in its 1989 National 
Survey of Final Year Accounting Students and 1989 National Survey of Graduates 
Who Qualified for Degrees in Accounting in 1985 and 1987. A report of a trial 
evaluation study commissioned by DEET (Linke 1991), confinned that the CEQ scales 
possessed good statistical qualities and had a sound conceptual basis. Annually the 
Graduate Career Council of Australia conducts surveys of graduates as part of its 
Graduate Destinations Survey. In 1993 and 1994 the CEQ fonned part of the survey 
(Long 1993; ACER 1994). The results of the CEQ were disseminated to all 
universities and have caused concern amongst university administrators.3 In 1994 
Craig McInnis 4 undertook a national survey of first year university students which 
incorporated a later version of the CEQ. For such results to be valid they must be a 
measure of teaching and course effectiveness. But what constitutes teaching 
effectiveness? Student achievement is questioned as the criterion of student learning. 
3 In April 1994 a symposium to discuss the CEQ was held in Melbourne. In December 1994 a 
meeting was held in Sydney to consider the results of the 1994 Graduate Destinations Survey .. 
Universities were concerned about the validity of the CEQ, the media attention which could be given to 
the results and the league table of universities which was developing. 
4 Dr McInnis is from the Centre for the Study of Higher education at The University of Melbourne and 
received a grant from The Committee for the Advancement of University Teaching (CA UT) in the 
second round of National Development Grants. The money is made available from the National 
Priority (Reserve) Fund, established in 1992 as a results of the government's concern over mass 
education and its effect on quality in higher education. 
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Numerous statistical studies have been made on the relationship between student 
achievement and student ratings of the instructor. Empirical studies are divided into 
those which indicate a statistically significant positive relationship, and those which 
indicate no statistically significant relationship (Neumann and Neumann 1983; Yunker 
1983). 
Using students to evaluate teaching effectiveness is controversial. There have been 
many claims that student evaluations are biased and thus invalid and questionnaire 
results unreliable. However, these claims are seldom substantiated in the research 
literature. In fact, discussion in the literature on evaluation of teaching (Feldman 1978; 
Moses 1985; Marsh 1987) asserted that student evaluations are valid and reliable 
indicators of aspects of teaching performance, classroom presentation and course 
management. Eley and Thomson (1993) further asserted that appropriately designed 
questionnaires and procedures yield valid and reliable information on teaching 
effectiveness. McKay (1989) argued that their validity was much clearer when the 
focus was on the course process. One of the most popular arguments is that students 
are influenced by the entertainment value of presentations. With other things being 
equal this may be true but Eley and Thomson (1993) found that when teaching was 
inadequate , preparedness poor, assessment unfair , student interest low , then 
entertainment value was insignificant. 
This chapter briefly traces the early development of the CEQ as an instrument to capture 
student opinion of teaching. It discusses the relationship of student approaches to 
learning and student ratings of courses because the CEQ is constructed according to 
particular assumptions concerning the value of a particular approach. The next section 
reviews other studies using the CEQ and discusses their results. The final section 
examines the criticisms of the CEQ in terms of its present style and the current uses of 
its results. 
3.2 The CEQ and Its Relationship to Learning Approaches 
The CEQ, as used in this current study, is a set of 31 items which require students to 
record their responses to these items on a five point scale ranging from "Definitely 
Disagree" to "Definitely Agree". The CEQ asks students to agree/disagree with a 
number of statements, generalised over the subjects which constitute their course in a 
particular year. The ratings are detennined through incorporating the disposition of 
agreement/disagreement frequencies on groups of items within five scales. The 
questionnaire was developed and tested over many years by Paul Ramsden and his 
colleagues (Ramsden and Entwistle 1981 ; Entwistle and Ramsden 1983; Ramsden 
1991b). The items are divided into five scales: good teaching, clear goals and 
standards, appropriate assessment, appropriate workload and emphasis on student 
independence. There is an overall satisfaction item. 
In the early 1980s Ramsden and Entwistle developed two inventories; the Approaches 
to Studying Inventory (ASI) to reflect substantive constructs of approaches to studying 
such as 'deep' and 'surface' level processing, 'intrinsic' and 'extrinsic' motivation etc. , 
and the Course Perceptions Questionnaire (CPQ) which questioned students on their 
perceptions of learning in a departmental context. The two inventories were the results 
of a major five-year research program at the Univershy of Lancaster. 
The CEQ scales included good teaching (clarity of explanation, level at which material 
is pitched, enthusiasm and help with study problems), openness to students, freedom 
in learning, clear goals and standards, and appropriate workload. The results of their 
early studies found that when academic departments were perceived to provide these 
characteristics, students were more likely to learn effectively from courses. Subsequent 
interviews of students provided evidence of causal relations between teaching quality 
and student learning. One of the few criticism of the generalisability of this early work 
came from Meyer and Parsons (1989). They could establish no empirical association 
between the CPQ and ASI, with the exception of the associations between subscale 
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'workload' (CPQ) and 'reproducing orientation'(ASI). Meyer and Parsons concluded 
that limited association did not advance understanding of the influence of contextual 
factors on study orientation and that constructs represented by CPQ did not allow the 
exploration of relationships between contextual factors and approaches to studying at an 
individual level. Ramsden (1989) responded to the Meyer and Parsons study by 
positing that the validity of constructs which CPQ tried to represent could not be proved 
or disproved through factor analysis. Important for Ramsden was what the instrument 
tried to measure, and the extent to which these things were independently known to 
influence student learning. He reiterated the crucial roles of good teaching, coherent 
structure, emphasis on autonomy, and appropriate workload in encouraging learning. 
Ramsden argued that the focus be on both students and lecturers and the two 
separately. Lecturers needed to reflect on what they did which influenced the relation 
between students and what they learn and influenced the learning environment. 
In 1983 Entwistle and Ramsden wrote Understanding Student Learning, a seminal text 
in understanding the theoretical framework of the CEQ. They posited that the quality of 
learning related to the quality of student approaches to learning and argued that good 
teaching and courses should more directly affect approaches than outcomes. They 
concluded that students who rated the teaching and the course more highly also tended 
to rate themselves as adopting less surface and more deep and relational strategies for 
learning5. The ideal learning environment is one which encourages a deep approach to 
learning, where classroom theory is related to contemporary issues. Surface approach 
5 Both Entwistle and Biggs developed inventories of learning and study approaches. Entwistle's three 
categories are: deep strategies for learning - relating academic tasks to one's own experience, seeing the 
whole enterprise as part of personal development, attempting to understand and detennine the meaning 
of the subject; relational strategies for learning - relating separate tasks into a comprehensive model and 
integrating disparate material into a comprehensive and meaningful framework; and surface strategies 
for learning - memorising the material, an unreflective or passive approach. 
Biggs' approaches to learning are: surface- the motive being extrinsic, that is avoid failure but don't 
work too hard. The strategy is to focus on selected details and reproduce accurately. For students 
university is a means to an end (obtaining a better job) and they balance avoiding failure against 
working too hard. They limit learning to essentials (reproducible, rote learning) concentrating on 
literal aspects rather than meaning; deep - the motive being intrinsic, satisfying curiosity about topics. 
The strategy is to maximise understanding, read widely, discuss, and reflect. It takes the fonn of 
theorising about a subject, fonning hypotheses; and achieving - achievement: compete for the highest 
grades. The strategy is to optimise organisation of time and effort (study skills). 
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to learning is based on a guiding principle of satisficing, but not satisfying, task 
demands by investing minimal time and effort consistent with appearing to meet 
requirements (Biggs 1993). In the academic learning context, the strategy of rote 
learning selected content without understanding it is one of the commonest ways of 
doing this, but it is not the only way. The presence of rote learning does not 
necessarily mean that the student is adopting a surface learning approach. Rote learning 
may be entirely appropriate for certain tasks and certain contexts. A deep approach is 
focussing on the underlying meaning rather than literal aspects, and the intention is to 
engage the task properly. This underlying theoretical perspective creates problems for 
professional and vocational courses where there is a high level of rote learning in order 
for students to gain mastery of basic facts. Cultural considerations are also problematic 
and Biggs (1993) observed that Chinese and Japanese students believe that 
understanding may come through memorisation. On the CEQ appropriate assessment 
subscale memorisation scores low, indicating that students are dissatisfied with course 
assessment procedures. Such anomalies have been criticised by examiners of the CEQ 
(Magin 1991; Treloar 1994). 
The development of the CEQ, as distinct from the CPQ, commenced in 1989 (Ramsden 
1991b). In the same year it was refined and used in the Australian Higher Education 
Performance Indicators Research Project (Linke 1991) to validate its potential as a 
performance indicator. In the same year Mathews et al collected another data set using, 
as one of its instruments, the CEQ. Ramsden's study(1991b) included correlations 
between ASI subscale totals and the fi ve CEQ scales, to demonstrate the predicted 
affinity between student learning and perceptions of courses. The continued 
development of the CEQ was predicated on this correlation. 
3.3 Previous Studies Using CEQ 
The CEQ has been used in many studies since 1989. The first published study was the 
Report of the Review of the Discipline of Accounting (Mathews et al. 1990) which 
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commenced in April 1989, when undergraduate accounting programs were offered in 
49 Commonwealth-funded advanced colleges and universities. There were 1087 
useable responses ( a response rate of 53 per cent for undergraduate students and 31 
per cent for graduate students). Accounting was a major undergraduate discipline in 
Australian higher education, and students comprised a little over 9 per cent of the total 
number of students enrolled in 1989. The study included a version of the CEQ, as a 
general construct of course quality, which measured participants' perceptions of 
dimensions of the quality of their experience with the course (possibly excluding 
perceptions of an appropriate workload) and their general satisfaction with it. The CEQ 
contained 31 items, and responses to these items were along a five point scale whose 
values ranged from 'definitely agree' to 'definitely disagree' on a continuum, so that a 
high scale score indicated good teaching practice. The individual items were then 
aggregated into five scales: 1. good teaching; 2. clear goals; 3. appropriate workload; 
4. appropriate assessment; and 5. emphasis on independence. Means for these sub-
scales as well as means for overall satisfaction were reported by institutions. 
Some results were: scholarly productivity of the academic staff was found to be 
negatively related to perceived course quality; student perceptions of course quality 
related to, separately and negatively, the size of the full-time student cohort; the causal 
direction of the relationship between course size and perceived quality appeared to be 
unambiguous; more advantaged students evaluated more critically the teaching that they 
received. 
Large established universities scored lower on 'overall satisfaction' and 'quality of 
teaching' and marginally lower on clear goals emphasis on independence and 
appropriateness of assessment. An important result for this study was that gender and 
ethnicity showed no differences on the overall satisfaction item. 
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One extra dimension added in the Mathews study was the rating, along a single scale, 
of the extent to which students were satisfied with their overall course. Questions 
referred to accounting courses and not to accounting subjects, and responses were 
aggregated and the mean score calculated. There were significant differences between 
universities, larger established universities receiving the lowest ratings on good 
teaching, clear goals and emphasis on independence. It was clear from the findings that 
the larger established universities as a group were not matching their programs to their 
particular client groups with the same level of perceived effectiveness as the post 1987 
universities. 
Concurrent to the Mathews study there was an identical version of the CEQ (except for 
the measure of overall satisfaction) being evaluated as a performance indicator for 
higher education courses (Linke 1991). The research was predicated on the notion that 
"students' perceptions, collected by questionnaire , can present a true and recognisable 
picture of the quality of teaching in an academic unit" (Linke 1991 , p. 66) . In May 
1989 Ramsden trialed the questionnaire with 100 final year students then tested it 
further in that same year, with 3372 useable responses (a response rate of 56 per cent), 
480 of whom were commerce students. Results were reported as means of sub-scale 
scores by university and by discipline area. A general result was that the quality of 
teaching in some large units in distinguished universities was rated badly by students. 
Ramsden (Linke 1991) argued that while the CEQ provided measures of output and 
process quality which were essentially SUbjective, it was precisely this subjectivity 
aggregated to the level of a course which led to relevant and unbiased results. He 
advocated that, unlike other teaching quality measures , ego wastage, non-completion 
rates or general satisfaction scores, the CEQ was relatively cheat-proof and institutions 
could not manipulate the results. Since good teaching has been the strongest scale, to 
increase ratings, institutions have to change curricula/teaching in educationally desirable 
ways , for example lecturers giving more feedback etc . not passing more students in 
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exams. One of the CEQ's strengths rests in its fundamental approach of asking 
students questions concerning aspects of teaching and curriculum about which they are 
in a position to form judgments. 
Published studies using the CEQ (Mathews et ai . 1990; Linke 1991; Ramsden 1991b; 
Trigwell and Prosser 1991a; Long 1993; McInnis 1993; ACER 1994; Richardson 
1994) have confirmed that CEQ scales possess good statistical qualities and confinned 
the scales' sensitivity, reliability and validity in evaluation. There is criticism of the 
conceptual basis (Magin 1991; Treloar 1994) which will be discussed in the following 
section. 
Trigwell and Prosser (1991a), in a study of final year nursing students in Sydney, used 
the CEQ to explore the patterns of relationships between approaches to study (deep, 
relating ideas and surface), and students' perceptions of their learning environment and 
the quality of learning outcomes over the three years of their nursing course. This 
study extended the work of Entwistle and Ramsden (1983), Meyer and Parsons (1989) 
and Entwistle and Tait (1990) who studied the relationships between approaches to 
study and evaluations of the learning environment, by adding quality of learning 
outcomes to the analysis. They concluded that it was valid to use inventories such as 
the CEQ in the formative6 evaluation of degree programmes, thus confinning 
Ramsden's advocation of the CEQ as a performance indicator of teaching quality in 
higher education (Ramsden 1991). As Prosser and Trigwell ( 1990b, p. 284) 
concluded, these results offer the academic of the future some comfort in the fact that 
student evaluations of teaching do provide an indicator of student approach to learning 
and the quality of the learning outcome. 
6 Seri en describes two types of evaluations: summative after the completion of the programme, for 
the benefit of an external audience ; and formati ve during the development or improvement of a 
programme, for internal use to improve the programme 
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The CEQ was first included in the 1993 Graduate Destination Survey (Long 1993) 
undertaken by the Graduate Careers Council of Australia. The CEQ was not changed 
for the 1994 survey (ACER 1994). Whereas the other studies used as a fifth scale 
'emphasis on student independence', these studies used a 'generic skills' scale in an 
attempt to take into account the extent to which university courses added value to the 
generic skills which graduates were expected to possess (ACER 1994, p. 4). The 
structure, existence and reliability of the five scales was confirmed by factor and item 
analysis. Means for CEQ scales in each discipline and a mean for overall satisfaction 
were reported for each university. The conclusions from the 1994 Survey were that the 
CEQ allowed the identification of possible problems and had the potential to assist in 
the identification of exemplary teaching practices. ACER (1994, p. 7) suggested that 
courses with graduates who report positive course experiences may be able to provide 
clues to the improvement of teaching practice in the higher education system. An 
important finding from the 1994 study was that student characteristics including age, 
gender, ethnic and academic background, mode of enrolment and employment status 
had relatively little effect on scale scores (ACER 1994, p. 7). 
The British experience of the CEQ was reported by Richardson (1994) who evaluated 
the CEQ in monitoring students' perceptions of the quality of teaching within one 
British department devoted solely to honours programmes. He made slight changes of 
words to adapt the CEQ. Whilst confirming problems with the composition of the 
appropriate assessment sub-scale, Richardson concluded that the CEQ could be used in 
British settings as its results replicated the broad constituent structures as shown in 
Australian studies. 
Thus far this literature review has discussed the CEQ when used: 
1) to compare universities and discipline areas within those universities (Linke 1991 ; 
Long 1993; ACER 1994); 
2) to compare universities within the accounting discipline (Mathews et al 1990); 
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3) to consider whether students' judgements of teaching quality are correlated with their 
approaches to studying (Ramsden 1991b; Trigwell and Prosser 1991a); and 
4) to survey final year undergraduate students (Mathews et al. 1990; Linke 1991; 
Trigwell and Prosser 1991a); graduate students (Mathews et at. 1990 ; Long 1993; 
ACER 1994); and honours students (Richardson 1994), 
An important extension of the CEQ's use was the work of McInnis (1993) who 
adopted the CEQ for a study of first year students in three faculties (including 
Economics and Commerce) at the University of Melbourne. As McInnis noted, most 
studies of the first year experience in Australia have focussed on the extent to which 
students adapt to and identify with the university; how students adjust to the larger 
social setting; or issues of transition from school to university, especially approaches to 
learning. The recent development of performance indicators has involved development 
of direct measures of student evaluation of the quality of teaching at course level. The 
results for the various scales were reported as percentages of respondents who 'agree' , 
'disagree' and are 'not sure'. The category of 'not sure' was added to the CEQ used in 
the other studies. A conclusion was that the CEQ was able to identify some areas of 
concern for the quality of teaching at the first year level. Student perceptions of courses 
and teaching was a necessary but not sufficient indicator of quality of the first year 
experience. Their criticism of aspects of teaching did not necessarily influence their 
general levels of satisfaction. 
3.4 Criticisms of the CEQ 
In the late 1980s and early 1990s universities were in panic mode. There was pressure 
over quality, performance indicators and accountability. They had to co-operate with 
the Commonwealth as it embraced the CEQ, an instrument which was being developed 
to evaluate teaching in higher education institutions. Wider acceptance of good student 
evaluations of teaching was beginning to emerge. What was meant by good was 
evaluations which avoided dangerous traps of questionnaires such as design, 
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measurement, analysis and interpretation. The CEQ has been criticised on each of these 
qualities. 
Design. The CEQ was developed in the UK and is based on the British paradigm which 
posits that good course conditions lead to good teaching. The questions are framed to 
reflect this bias. There are other valid, alternate paradigms such as the US model which 
tests at the micro level, and argues that teaching is better measured at the individual 
level. A third model is professional obligation/duty on the part of the lecturer to assess 
correctly, keep up to date with the field of knowledge, be available and helpful to 
students, be fair, and be able to use instructional materials competently. Which is the 
better theoretical model has not been tested. Magin (1991) accused Entwistle and 
Ramsden (1983) of seeking students' perceptions and, from these perceptions, 
constructing dimensions of good teaching consistent with their own theory of good 
teaching and its connection with approaches to study. The determination of the rating 
on each dimension comes through the interposing of a theory heavily reliant on the 
importance of promoting 'deep approaches to study' . Magin (1991 ) gave as an 
example of this theoretical bias "Appropriate Workload". Key notions here are that if 
students perceive workload to be 'too heavy', or if they feel under a lot of pressure, 
then they may be constrained to resort to 'reproducing strategies' or 'surface learning' 
and by extension, the teaching contexts which promote this are undesirable. In the 
context of performance indicators, courses which seem to have light workloads, which 
are not demanding, and which do not 'cover too much' would obtain a quite favourable 
rating on this dimension. 
Early in the development of the CEQ Magin (1991) criticised the extreme wording of 
some questions. Question 1 states "It's always easy to know the standard of work 
expected of you", while Question 21 says "Too many staff ask us questions just about 
facts". It may just take one negative incident involving one lecturer and one subject to 
logically force a disagree response which increases as the number of subjects within 
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courses Increases. More recently Treloar (1994) expressed misgivings about the style 
of questions , which consist of a statement and a scale of agreement. He suggested that 
the questions be revised in terms of the balance between positively-worded and 
moderately-worded statements and the balance between extremely-worded and 
moderately-worded statements. Whilst acknowledging that the Likert scale is widely 
used and successfully tested Treloar (1994) raised concerns as to its appropriateness 
where the investigation is into attitudes to general situations/propositions/orientations. 
Because the CEQ seeks to measure a relevant concept like 'relative teaching quality' , 
Treloar (1994) proposed that a mixture of favourable and unfavourable statements to 
which respondents are asked to express their extent of agreement or disagreement might 
be a more appropriate way of measuring relative teaching quality. This would require a 
rephrasing of all the questions so that they enable the respondents to rate the actual 
levels of teaching, workload etc., rather than their levels of agreement with statements. 
The result would be that stems of questions are worded in a neutral fashion leaving the 
respondent to choose an extreme rating if desired. 
Magin (1991) further criticised the design of the 'Emphasis on Independence' scale, for 
courses where there is wide choice of subjects, study methods and assessment. The 
items in that scale will receive less favourable ratings in first year where there is little 
choice and also in courses where there are professional requirements for subjects. 
When disciplines are contrasted such courses will be rated low by students and these 
results could be misinterpreted. 
Measurement The work of Scriven and Centra presented evaluation as a portfolio of 
information, recognised the complexity of measurement, and acknowledged the traps of 
measurement. These traps included bias in student responses, class size, problems if 
questionnaires were administered late in the course, whether courses were compulsory 
or optional , student rating data, and student motivation. These real or potential biases 
are related exclusively to the CEQ but need to be considered before judgements can be 
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passed on what was being measured, that is 'quality of teaching'. Also evaluation is 
multi-faceted and complex and cannot be fully accomplished by a single measurement. 
Analysis With the CEQ, the level of analysis is crucial. It is at the level of course 
andlor department. The CEQ relates to aspects of the students' experience of teaching 
within a course at the macro level. It cannot be used to assess individual lecturers 
within their classroom, only teaching within the wider context of course. It is a global 
indicator, and the variance in scores is not a measure of variance between individual 
lecturers. CEQ is appropriate for macro level where course is the unit of evaluation. 
However, small 't' 7teaching is not adequately mapped by the CEQ and it has limited 
relevance to small t teaching. It cannot be used to measure performance at the 
individual class/unit level. There is a need to undertake that type of measurement and 
analysis with better designed student evaluations. However, it can test changes in big 
'T' teaching over time and its importance is in continuous measurement. 
Interpretation Critics of the CEQ have asked two important questions, "what is the 
purpose of the CEQ?" and "to what use will the information be put?". Its early 
development was in the context of relating the quality of learning to the quality of 
student approaches to learning. Its findings now are now at risk of being used to 
construct a 'league table' of universities ranked by some uni-dimensional measure of 
quality of teaching derived from the CEQ. If this happens often or consistently enough 
uni versities might be judged by their place on the 'league table' (Magin 1991; Treloar 
1994). Universities will be interested in their standing on the league table and will be 
aware of strategies which will be rewarded, that is gain higher student satisfaction 
ratings. It is difficult to predict the inferences to be drawn from the data, and the use of 
the data by universities and DEEr. Possibilities may be assessment, intimidation, 
harassment, rewards and funding at either an institutional or individual lecturer level. 
7 In this study small 't' teaching refers to individuaIlecturers and their performance within the 
classroom/lecture theatre. This is contrasted with Big "I' teaching which is course design, course 
content, teaching method and assessment method, and relationships with students. 
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There are potential dangers if it is used as the only performance indicator of teaching 
quality, as there are a number of performance indicators in teaching and learning, with 
no one indicator strong enough to be used on its own. Treloar (1994) best described 
the CEQ's potential major objective as identifying such outlying opinions as cause the 
individual university to undertake more detailed studies to tease out the reasons and 
specifics, many of which are likely to be at the level of the individual unitJsubject and 
individual lecturer. 
The student evaluation discourse is between academics, universities and government. 
The reality is that there will be evaluation of teaching within universities and some of 
that evaluation will be student-based. Until there is a better global measuring instrument 
then well-established instruments will be used. The CEQ is an example where, though 
not widely tested, it has become a recognised instrument, which allows for 
comparability and is quantitative in nature. CEQ measures course quality at a macro 
level; it does not purport to reach individual students in individual classes. In this 
present study the CEQ was used in a new way to quantify the relationship between the 
five scales and particular student background information such as age, gender, mode of 
the study, enrolled course, place of residence during term and language. Just as the 
early work of Entwistle and Ramsden related quality of learning (good teaching and 
good courses) to approaches to study , this research aims to show a statistically 
significant relationship between students' overall satisfaction with their course 
experience (courses which included a first year accounting SUbject) and aspects of 
teaching (as captured within the CEQ scales) which they experienced as well as aspects 
of their background. There are many variables in this model and the following chapter 
discusses the importance of each variable. 
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Chapter 4 
Development of Hypothesis 
The adoption of student evaluations as one performance indicator in the 
Commonwealth's search for quality in higher education might be justified if it were 
known that these evaluations were associated with acceptable criteria of good teaching. 
To this end it is important to note that in the literature there is considerable agreement as 
to the components of good teaching (Feldman 1976; Centra 1977; Marsh 1987; Scriven 
1989; Biggs 1990; Entwistle and Tait 1990; Ramsden 1991a). The CEQ has identified 
these components and developed a series of statements on teaching and learning to 
which students agree or disagree on a five point scale. This chapter discusses the use 
of the CEQ in evaluating first year courses. It then develops the central hypothesis of 
the study by discussing the characteristics of good teaching as incorporated in the five 
scales of the CEQ, proposing gender and ethnicity as important variables in the 
statistical model which was developed to test relationships between the CEQ scales , 
students' background including gender and ethnicity and student satisfaction. Previous 
research had found no effect for gender or ethnicity (Mathews et al 1990; ACER 
1994). 
4.1 The First Year Experience 
Some of the more important work done on first year university students was by 
Williams (1982) who consistently found that students enrolled at Australian universities 
differed considerably, both in terms of the backgrounds they brought to university and 
the nature of their experiences, outlooks, and the levels of satisfaction after they had 
begun their studies. The factor of size was an important contributor to the way students 
experienced their campuses and the level of satisfaction they felt about their 
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expenences. Williams (1982) found that not only did students in the different 
universities differ from each other, but those in different faculties within the one 
institution also differed in many respects. The most common problem for students was 
transition from school to university. First year was where failure rates were highest 
because students were "not coping" in a personal sense. 
In his study McInnis (1993) speculated that, for first year students, an aspect of 
university life which influenced their perception of the effectiveness of teaching and 
learning included organisational climate. Examples of this climate indluded policies and 
procedures, clarity of course infonnation and advice, subject choices, participation in 
decision-making, and service provision from administration. These were in addition to 
quality of face-to-face interaction between teachers and learners, clarity of teaching 
goals, availability of staff, staff-student interaction outside the classroom, student-
student interaction, assessment procedures, level of difficulty and match to previous 
learning, and feedback on progress. These latter aspects co-incide with the categories 
in the CEQ scales. 
In a study of 152 first year students from arts, science, law and commerce at the 
University of Canterbury in NZ, Hunter (1990) reported that problems most 
experienced by students were 'being uncertain of the level and quantity of work 
required', 'developing appropriate study techniques', 'establishing priorities between 
personal and academic life' and 'studying new or difficult subjects'. Jones et al 
(1989), asked first year university commerce students their views on the learning 
environment. The students expressed frustration when their course demonstrated no 
links with the workplace and did not allow for the development of adaptive and flexible 
skills and attitudes. These factors caused a certain amount of dissatisfaction with their 
course experience. 
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For first year students, their reflections on the course are more recent, yet not as mature 
and possibly more reactionary than those of graduate or final year students. The work 
of McInnis justifies the use of the CEQ with students studying a first year subject 
because their recognition of quality teaching and learning, as discussed previously , co-
incides with the categories in the CEQ scales. Based on the work of Williams (1982) it 
is speculated that students from the three universities used in this study will differ in 
their satisfaction rating of the course. A further conjecture is that students who were 
enrolled in courses not seeking professional accreditation would be more satisfied than 
students who were enrolled in a vocational specialisation (Jones etal . 1989). 
4.2 Characteristics of Good Teaching 
The CEQ was developed to collect evidence about the effects of teaching on student 
learning and to use that evidence to improve teaching and learning (Ramsden 1991a). 
Its five scales (good teaching, clear goals and standards, appropriate workload, 
appropriate assessment and emphasis on student independence) were constructed to 
reflect five distinct yet related dimensions of teaching perfonnance (Linke 1991 , p. 58). 
These dimensions and their individual statements, which reflect the nature of the 
individual dimension, were based on well-established research into the attributes of 
good teaching and the characteristics of a good learning environment. 
Feldman (1976) identified six categories of instructional effectiveness: stimulation of 
student interest , teacher sensitivity to class level and progress; clarity of course 
requirements; understandable explanations; respect for students; and encouraging 
independent thought. These categories have been widely accepted. Centra (1980) 
proposed that the attributes of a good teacher were: communication skills; favourable 
attitudes towards students; knowledge of subject; good organisation of course and 
subject; fairness in exam grading; flexibility; encouragement of student thought; interest 
in and enthusiasm for subject; and thorough preparation. A study on teaching 
effectiveness, from the McIntire School of Commerce at the University of Virginia 
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(Hooper and Page 1986, p. 61) corroborated the work of Centra. The study found that 
the highest associations with the overall rating were: material presented in a clear and 
well organised manner; instructor well prepared for class; and student stimulated to 
think about the course and the subject. The lowest associations with the overall rating 
were: instructor available at reasonable times; positive environment for student 
questions; and instructor related subject matter to real world. These findings are 
important for the current research as they validate Centra's work within a commerce 
discipline. 
After an extensive review of the literature on the use of student evaluations Marsh 
(1987) , identified workload, teachers' explanations, empathy (interest in students), 
openness, and the quality of assessment procedures (quality of feedback) as 
characteristics of good teaching in higher education. Using a different model Scriven 
(1989) posed that the primary duty of a lecturer was to teach worthwhile knowledge to 
the extent of the students' abilities (performance in the classroom, correcting 
assignments, keeping up to date , pedagogy, students needs). Secondary duties for a 
lecturer were administrative tasks, committees and pastoral care of students. Scriven 
(1989, p. 17) suggested that the fundamental dimensions of teacher merit were: quality 
of content of teacher's materials and students' learning; quantity of students' learning; 
professionalism with which job was done ; and ethics with which job was done. The 
specific duties which comprised these dimensions were current and comprehensive 
knowledge of subject matter; basic competence in instructional design and delivery ; 
testing , marking and grading competencies; classroom management; professional 
attitude and development; service to the profession; and knowledge of duties and 
institution. Although based on a model different from the CEQ, nevertheless Scriven 
acknowledged the importance of good teaching and appropriate assessment. 
(Biggs 1990) summarised several studies which confirmed the critical importance to 
effective learning of teaching methods which emphasise student enterprise, student 
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autonomy and co-operative endeavour. Entwistle & Tait ( 1990) found that the 
following factors influenced effective instruction: provision of clear goals; appropriate 
workload and level of difficulty ; assignments providing choice; quality of explanations; 
level of material and pace at which it was presented; and empathy with students' needs. 
Ramsden (1991a) described good teaching as: sharing love of subject; making material 
stimulating; working at students' level; using clear explanations; making it clear what 
has to be understood and why; showing concern and respect for students; encouraging 
independence; using teaching methods which require active and co-operative learning; 
using appropriate assessment; giving high quality feedback; learning from students 
about effects of teaching. 
The five CEQ scales brought together the attributes of good teaching which researchers 
found after extensive studies. The premise upon which the CEQ is based is that good 
course conditions lead to good teaching. The good teaching scale measures the quality 
of face-to-face teaching which students experience including clarity of explanation, 
interest and concern for students progress. The clear goals and standards scale 
measures how clearly the goals and academic standards are expressed. The appropriate 
workload scale measures the volume of work and the pressure which that volume 
creates. The appropriate assessment scale measures whether deep or surface learning 
was assessed in the course. The emphasis on student independence scale measured the 
extent to which students were able to choose ways of learning. 
4.3 Ethnicity and Gender as Categorical Variables in the Model 
Ethnicity 
In the 1990s universities have experienced difficulty in remaining autonomous with a 
single source of funds. More entrepreneurial universities have found that international 
students are a lucrative market as number of overseas students swelled to 63 ,000 in 
1994 (Campus Review 1994, p. 5). Business, administration and economics courses 
dominated the field of study undertaken by foreign students, with The University of 
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New South Wales the second most popular destination for overseas students. With this 
influx of overseas students it was anticipated that their presence would have an effect 
on satisfaction scores and perceptions of teaching. In accounting education at the 
present time there is no published research which confirms or denies Mathews' 
findings (1990) that ethnicity had no effect on the satisfaction scores of students 
responding to the CEQ. 
Universities actively recruited overseas students with no guarantees that there would be 
any re-evaluation of the teaching and learning practices of tertiary institutions in the 
light of the changing student population (Tse 1990, p. 67). Altbach (1989) observed 
that with very few exceptions, the curriculum remained unaltered and that foreign 
students had to make the appropriate 'translation' themselves. 
General experiences such as psychological problems from culture shock due to 
differences in morality, values and attitudes, forced independence, inability to 
concentrate because of loneliness, home-sickness and awareness of financial burden at 
home have been recounted by students (Koh 1987). However, little is known about 
how the foreign study experience affects individuals. There is a need to know more 
about the foreign student popUlation. Social class, ethnic, religious and other 
background factors might explain quite a bit about roles, reactions and performance of 
overseas students (Altbach 1989). 
Previous learning experiences and conceptions of learning for overseas students, 
particularly Asian students, have influenced their learning approach in an Australian 
university. For some students departing from what is relevant, padding, repetition of a 
point and peripheral discussion is part of that previous learning experience and they 
have difficulty adapting to a learning environment which rewards intellectual skills of 
comparing, evaluating different points of view, arguing and presenting a personal point 
of view (Samuelowicz 1989). 
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The most frequently observed problems of overseas students are lack of critical 
thinking skills; difficulty in note-taking in lectures because of an inability to 
discriminate between important and less important information; little participation in 
tutorials; difficulty in interpreting essay questions; a lack of creativity; the attitude that 
there is a correct answer; poor development of analytical, integrating, problem solving 
skills as a consequence of approach to learning; excessive regard of authority, readiness 
to accept teacher or material without questioning; unwillingness to integrate; surface 
approach to learning by memorising material to satisfy external demands, excessive 
attention to detailed facts; and both spoken and written language problems (Back 1987; 
Koh 1987; Samuelowicz 1989). 
The problems for overseas students are exacerbated when they are in their first year of 
university study. This period of transition has meant adjusting to demands, techniques 
and levels of achievement not previously required for tertiary education and the gap to 
be bridged by overseas students is wider than for students through Australian high 
schools (Back 1987), The problems of overseas students are the same as many faced 
by Australian students except that they are magnified by factors such as language 
problems, social isolation, lack of the usual support networks. 
Students recruited from overseas are not the only ones with language and study 
problems. There are many university students from Non-English Speaking 
Backgrounds (NESB), not necessarily born overseas nor full-fee paying, who 
experience the study problems described above. Cultural mores may inhibit students 
from taking critical and analytical approaches to learning, and in situations where 
English is a second language, the students' ability in spoken and written English is 
likely to be less than that of a peer whose first language is English. 
Ethnicity is an important variable in this model because of the increasing numbers of 
overseas students studying business and economics courses as well as the wide 
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acknowledgment of their problems and the problems of other NESB students. Concern 
has been expressed that the problems of overseas students may not be readily identified 
in general evaluations of courses (Noble 1989). It is anticipated that NESB students 
(both overseas and Australian residents) will be less satisfied with their course 
experience than English background students. The questionnaire did not distinguish 
between residents and non-residents, full-fee paying and HECS students. 
Gender is also recognised as an important variable. The numbers of women students 
studying business and related subjects has increased. Recent accounting education 
research has concentrated mainly on gender effects on perfonnance in accounting 
courses (Mutchler et at 1987; Lipe 1989; Tyson 1989; Buckless et al. 1991; Carpenter 
et at . 1993). 
The idea that male and female students in higher education differ in their approaches to 
studying is intrinsically a very plausible one. Despite the increase during recent years 
in women's participation in higher education, there has been very little change in the 
underlying distribution of power between men and women in institutions of higher 
education. It remains the case that female students are expected to study what are in 
most cases codified versions of men's experience. In the USA, there has developed in 
the last decade a very influential, but contested, research tradition which maintains that 
female students exhibit conceptions of knowledge, truth and learning in their intellectual 
development that are qualitatively different from those of male students. Richardson's 
study (1993) showed no clear evidence of differences between male and female 
students either in their general orientations to studying or in particular aspects of 
studying behaviour. This outcome is consistent with the broad pattern of findings 
obtained using other, similar instruments in order to examine the possibility of gender 
differences in student learning. 
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Over the past ten years Issues in Accounting Education has encouraged the debate over 
gender differences by publishing contradictory research into differences in the 
performance of accounting students. Mutchler et al (1987) found that in upper-
division courses, female students outperformed male students consistently over an 18 
year period. They speculated that females performed better to overcome the stereotypic 
image of males dominating accounting profession. Also that females were more 
success oriented and career motivated during university years, developing vocational 
maturity faster than males. Further evidence from Lipe (1989) found that performance 
was not statistically associated with gender of student or gender of instructor. 
However male students outperformed female students in sections taught by male 
instructors and female students with female instructors outperformed females taught by 
male instructors. Lipe's conclusion was that the Mutchler et al study was not 
generalisable. 
The debate continued with Tyson (1989) concluding that achievement motivation was 
more empirically appropriate and educationally relevant than gender. His study found 
that female students tended to receive higher grades in all courses including 
introductory accounting courses, presumably because they had significantly higher 
work needs. Buckless et al (1991) speculated that gender-related results reported in 
previous studies may have been eliminated if students' academic aptitude had been 
considered. Their study showed that males performed better on final exam than females 
after controlling for general academic aptitude. No reason to believe in superior 
academic ability of females in accounting classes was revealed. Buckless et al 
concluded that while much of the variance in academic performance remained 
unexplained, academic aptitude accounted for much more of the variance than did the 
gender of the students or instructors. 
An extension to the work on gender considered ethnicity and expectations (Carpenter et 
al 1993). In an exploration of expectations it was found that female students had lower 
44 
lower expectations although their grades were equivalent to males and black minority 
students had lower performance expectations regardless of gender. 
Although not specifically related to satisfaction with course experiences, the gender-
related literature in accounting education signals that female students may have different 
expectations and attitudes towards their education and may evaluate their experiences 
differently from males. With increasing numbers of female students entering courses 
which include a first year accounting subject, and the general academic aptitude of 
female university students possibly being higher than males 8 it is expected that gender 
will have an effect student satisfaction rating in the CEQ and also an effect on responses 
to the CEQ scales. 
The null hypothesis is that there are no differences in the overall satisfaction scores 
between student at The Australian National University (ANU), the University of 
Queensland (UQ), and The University of New South Wales (UNSW) after controlling 
for other variables such as age, gender, mode of study, enrolled course, place of 
residence during term and language. If the proposition holds, first year students in 
large classes, in accounting/commerce courses at older established universities will rate 
the same levels of satisfaction with their course experience, regardless of gender, 
language background, mode of study, age etc. 
In summary the hypothesis to be tested is as follows: 
Ho: There is no difference in overall satisfaction scores between AND, UQ and 
UNSW, controlling for other variables. 
This chapter discussed the use of the CEQ as a performance indicator which is able to 
measure quality teaching in courses which include a first year accounting subject and 
8 This observation is based on publicity generated by the Sydney Morning Herald when Higher School 
Certificate results are published, as well as other publicity given to the success of education 
programmes in NSW high schools which have targeted girls. 
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states the hypothesis which has been developed. The following chapter is about data 
collection and methodology. It describes the sources of the data, procedures for 
collection of the data, the nature of the research instrument and the variables (inc1udin"g 
CEQ scales, gender, ethnicity and enrolled course) and constructs a model to test the 
strength of the relationship of the variables to students' satisfaction of their course 
expenence. 
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Chapter 5 
Research Method 
This study used an established research instrument, the CEQ, and applied it in a new 
way to students studying a first year accounting subject. Previous studies (Linke 1991; 
Ramsden 1991b, Trigwell and Prosser 1991a; Richardson 1994) have confinned the 
statistical qualities of the CEQ scales, as well as their sensitivity, reliability and validity. 
The questions of interest in this study were: what factors contribute to student 
satisfaction with teaching quality; are each of the factors equally significant; and do 
these factors differ between universities. The model developed quantifies the 
relationship between good teaching, dear goals and standards, appropriate workload, 
appropriate assessment, emphasis on student independence (five scales of the CEQ), 
and particular background information from students concerning age, gender, mode of 
study, enrolled course, place of residence during tenn and language. 
The main purpose of the study was to construct a model which incorporated the CEQ 
scales, a student satisfaction rating and some easily quantifiable demographic factors 
which assisted in describing learners' attributes as distinct from experiences of 
teaching. 
s. 1 The Universities Surveyed 
The three sites chosen were The University of New South Wales (UNSW), The 
University of Queensland (UQ) and The Australian National University (ANU).These 
institutions were chosen because they had similar characteristics in the status of 
universities, length of time since establishment, mass lectures in accounting courses, 
modes of instruction etc. UNSW was established as The New South Wales University 
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of Technology in 1949 and renamed in 1960. It is situated in Sydney's eastern 
suburbs, seven kilometres from the Central Business District (CBD). UQ is 
Queensland's oldest university and is situated in Brisbane's western suburbs, seven 
kilometres from the CBD. ANU was established in 1946 but did not undertake 
undergraduate teaching until 1960. It is located in Canberra on the periphery of the 
CBD. All are regarded as established universities and none was previously a College 
of Advanced Education (CAE). At UQ and ANU accounting is taught within 
departments of commerce and at UNSW it is taught within a school of accounting. 
In the first round of Quality Assurance funding for 1994 9 all three universities were in 
Group 1 indicating that they displayed "excellent outcomes in research, teaching and 
learning and community services; well developed planning processes which support the 
quality assurance processes; and evidence of international as well as national 
referencing" (DEET 1994, p. 1). 
In 1994 the uni versi ties had similar course structures wi thin their respective 
departments/school, held mass lectures in accounting (enrolment in the accounting 
subject in each university was greater than 3(0) and had similar modes of instruction 
(that is lectures, tutorials and workshops) for their accounting subject. 
All universities had a reputation for quality in aspects of their teaching and learning as 
evidenced by their inclusion in Group 1 of Quality Assurance funding. In a survey of 
professors in accounting departments (Brownell and Godfrey 1994) on a variety of 
research, teaching and staff attributes and other factors UQ was placed first and UNSW 
placed second. ANU did not receive an overall score. 
9 In March 1994 The Minister for Employment, Education and Training announced that it would 
endorse the recommendations of the Committee for Quality Assurance in Higher Education to fund 
universities for $76.8 million. For funding purposes the Committee recommended universities be 
categorised into six groups based on their quality achievements to date. 
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5.2 Survey Population 
Previous studies used the CEQ to collect responses from students undertaking courses 
which included an accounting subject in their final year (Mathews et aI1990) or after 
they graduated (Mathews et al 1990; Ramsden 1991 b). McInnis (1993) had included 
first year students in his study of the first year student perceptions in the Faculties of 
Arts, Economics and Commerce, and Science at The University of Melbourne. 
The 1994 population for this study was students who were enrolled in courses which 
included a first year accounting subject (see Table 1 for a list of the enrolled courses). 
The total number of students effectively enrolled at the three universities at the time of 
the survey was 1763. Questionnaires were returned by 1247 students, giving a 
response rate of 70.7%. However, some questionnaires had to be discarded because 
they were not complete. The useable questionnaires were reduced to 1192 (n=1192) 
thus achieving a response rate of 67.60/0. Table 2 shows the response rate by 
institution. There was no attempt to increase the response rate as it was not possible to 
detennine who was absent from the lecture when the questionnaire was distributed. 
The response rate was indicative of attendance at lectures. 
In attempting to determine whether the sample of respondents was representative of the 
total population the gender composition of the ANU cohort was investigated 10. Of the 
total number of students enrolled in first year accounting, 58.5% (53.5% of 
respondents) were male and 41.5% (46.5% of respondents) were female. Assuming 
that the other universities had the same distribution, acceptance that the sample was a 
reasonable representation of the total population was justified. 
1 ° This information was not readily available from either UNSW or UQ. 
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Table 1: Enrolled Courses of Student Cohort 
1 BCom 13 BA Asian Studies 
2 BEe 14 BEe - Actuarial Studies 
3 BComIBEe 15 BEe/BSc 
4 BComlLLB 16 BEeIBA 
5 BComlBA 17 BEeIBEng 
6 BSc (Bus. IT) UNSW 18 BIEc Act. Studies/BSc 
7 BInITech ANU 19 BEeILLB 
8 BComlBA - Asian Studies 20 BSc (Math) UNSW 
9 BCom/BSc 21 BCompSc UNSW 
10 BEeIBA - Asian Studies 22 Other 
11 BCom/BEng 28 Textil e Management 
12 B Jap Studies 
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Table 2: Response Rate by Institution 
ANU 73.4% 
UQ 84.7% 
UNSW 64.7% 
Total 67.6% 
5.3 Data Collection 
The data for this study were obtained through a questionnaire (see Appendix A) that 
was distributed to students during an accounting lecture in the last week of semester, 
when it was assumed that attendance would be highest. I I The questionnaires were 
distributed in the lecture by the lecturer without comment, so as not to bias 
responses. 12 The students were given fifteen minutes to respond and questionnaires 
were collected after that time period. Responses from UQ and UNSW were mailed to 
the researcher. 
5.4 The Survey Questionnaire 
The questionnaire was divided into two sections: Section A was background 
information; Section B incorporated the thirty questions which make up the CEQ (see 
Appendix A), a question asking students about their perception of the advice on course 
content, aims and objectives, structure and assessment, given to them at the beginning 
11 It was assumed that students would attend lectures in the last week to recei ve last minute exam 
tips, instructions for examinations, summaries of the semester's work etc. 
12 The researcher was the lecturer-in-charge of the first year accounting subject at ANU and wanted to 
avoid the problem of more infonnation being given to those students. 
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of the semester. These responses were later discarded as they were deemed to be 
superfluous and not easily fitted into the model. The final question asked students to 
rate their overall satisfaction with the course. 
Section A: Background Information. 
In order to build a model which captured not only students' perceptions of their 
immediate learning environment, but also factors which impacted on them as students, 
the questionnaire collected some demographic data. 
Question 1 identified the degree/s in which the student was enrolled. The model which 
was developed tested to see if there were different responses from students who were 
not enrolled in commerce courses. 
Question 2 asked students to indicate their mode of study, that is were they part-time or 
full-time students. 
Questions 3 and 4 collected infonnation concerning gender and age respectively. 
Question 5 asked for postcodes of address during the university tenn and Question 6 
asked for a postcode for parent's home. These were included to report the numbers of 
students who lived away from home during tenn, and to determine if students who 
lived at home during tenn responded differently from students who lived away from 
home. 
Question 7 examined whether students wanted to change their course and in Question 8 
students indicated a preferred alternative. This question was included to report if 
students wanted to change to a course which did not include any accounting subjects. 
Question 9 was used to detennine the extent of non-English speaking background 
(NESB) students. For the purposes of this study, "language spoken at home'" was 
interpreted as being the family language or 'mother-tongue' so as to indicate NESB 
students. 
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Section B : The CEQ Scales 
This version of the CEQ was comprised of 33 questions. Questions 1-30 and Question 
32 are identical to Questions 1-31 in Section B of The First Year Experience 
Questionnaire used by McInnis (1992). Question 31 attempted to extract infonnation 
concerning advice given to students at the beginning of the course. Question 33 was an 
open-ended question, inviting students to elaborate on their responses to the individual 
questions. 
Students were asked to think about the course as a whole rather than identify individual 
subjects and individual lecturers. Because the questionnaire was administered in an 
accounting class there is the possibility that students did not extend their perceptions of 
teaching beyond that subject and that lecturer. However, the responses to Question 33 
indicated that students considered a range of subjects and were able to think about the 
course as a whole. 
The five scales measuring aspects of students' perceptions of their course experience 
were called Good Teaching, Clear Goals and Standards, Appropriate Workload , 
Appropriate Assessment and Emphasis on Dependence. There was a rating for Overall 
Satisfaction. All items on the CEQ scales were scored on a five point Likert scale - 1 
Definitely Disagree, 3 Not Sure and 5 Definitely Agree. The question concerning 
overall satisfaction was also scored on a five point scale - 1 very dissatisfied, 3 
satisfied, and 5 very satisfied. Items expressing a negative perception were rescored in 
the reverse direction so that low scale scores indicated a negative perception of the 
experience and high scores the reverse. Scale scores were derived by dividing the sum 
of the items scores by the number of items. If any items were omitted the questionnaire 
was excluded from the study. Construction of the model required that there were 
responses to all the items. Possible scores ranged from 1 to 5. 
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Good Teaching Scale 
This scale is defined by behaviours associated with good teaching practice: providing 
students with feedback on their progress, explaining things, making the course 
interesting, motivating students, and understanding students' problems. 
The eight items in this scale and their position in the thirty-item questionnaire were: 
3. The teaching staff of this course motivate students to do their best work 
7. Staff here put a lot of time into commenting on students' work. 
15. The staff make a real effort to understand difficulties students may be having 
with their work. 
17. Teaching staff here normally give helpful feedback on how you are going. 
18. Our lecturers are extremely good at explaining things to us. 
20. Teaching staff here work hard to make their subjects interesting to students. 
25. Staff here show no real interest in what students have to say. (-) 
27. This course really tries to get the best out of all its students. 
Respondents who achieve high scores on this scale can be said to perceive that lecturers 
and tutors were engaged in good teaching practices, provided students with feedback 
about their progress, attempted to make the course interesting, motivated students, and 
understood students' problems. 
Clear Goals and Standards Scale 
The establishment of clear goals and standards in a course is part of good teaching in a 
broader sense. Yet it is clearly possible for lecturers to engage in the activities included 
in the good teaching scale and fail to establish clear goals for the course and clear 
expectations of the standard of work required from students. 
This scale was made up of the following five items: 
1. It's always easy here to know the standard of work expected of you. 
6. You usually have a clear idea of where you're going and what's expected of 
you in this course. 
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13. It's often hard to discover what's expected of you in this course. (-) 
19. The aims and objectives of this course are not made very clear. (-) 
29. The staff here make it clear right from the start what they expect from students. 
Persons achieving high scores on this scale can be regarded as believing the course to 
be clearly defined concerning goals and standards. 
Appropriate Workload Scale 
The five items comprising this scale were: 
4. The workload is too heavy. (-) 
10. It seems to me that the syllabus tries to cover too many topics. (-) 
14. We are generally given enough time to understand the things we have to learn. 
22. There's a lot of pressure on you as a student here. (-) 
30. The sheer volume of work to be got through in this course means you can't 
comprehend it all thoroughly. (-) 
Respondents who score high on this scale can be considered to perceive that workloads 
were reasonable 
A ppropriate Assessment Scal e 
The items which comprise the assessment scale focus on whether higher-order thinking 
was being assessed in the course. An over-emphasis on memory and regurgitation of 
facts was not seen as appropriate for higher education. 
This scale is made up of the following six items: 
5. Lecturers here frequently give the impression that they haven't anything to learn 
from students. (-) 
8 . To do well on this course all you really need is a good memory. (-) 
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12. Staff here seem more interested in testing what we have memorised than what 
we have understood. (-) 
21. Too many staff ask us questions just about facts. (-) 
23. Feedback on student work is usually provided ONLY in the fonn of marks and 
grades. (-) 
26. It would be possible to get through this course just by working hard around 
exam times. (-) 
Students achieving high scores on this scale feel that assessment is not simply testing 
memory. 
Emphasis on Student Independence Scale 
The final scale in the CEQ was made up of the following items: 
2. There are few opportunities to choose the particular areas you want to study. (-) 
9. The course seems to encourage us to develop our own academic interests as far 
as possible. 
11. Students have a great deal of choice over how they are going to learn in this 
course. 
16. Students here are given a lot of choice in the work they have to do. 
24. We often discuss without lecturers or tutors how we are going to learn in this 
course. 
28. There's very little choice in this course in the ways you are assessed. (-) 
Section B also included a question which asked students if they were given satisfactory 
advice at the beginning of the course on content, aims and objectives, structure and 
assessment. They were to respond by circling 'yes' or 'no'. This question was 
included to detennine with what aspects of the early course infonnation students were 
satisfied. 
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s . S Processing of the Data 
The data were coded as follows: 
Question 1 - each degree and double degree was given codes 1 to 22, 28 (see Table 1). 
These data were later rolled up into three groups: Commerce degree only; Commerce 
Degree combined with another degree; and non-commerce degree (see Table 3). 
Table 3: Groupings of Enrolled Courses 
Commerce onl y 
BCom 
Commerce Combined 
BCom/BEc 
BCom/LLB 
B/ComlBA 
BCom/BA Asian St 
BCom/BSc 
BCom/BEng 
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Non-Commerce 
BEe 
BSc (Bus. IT) 
Blnffech 
BEe/BA Asian St 
Blap St 
BA Asian St 
BEcActSt 
BEc/BSc 
BEeIBA 
BEcIBEng 
BEe Act StiBSc 
BEeILLB 
BSc (Math) 
BCompSc 
Other 
TexMgement 
Question 2 was recorded as Full time study and Part time study. 
Question 3 was recorded as the gender of the respondent. 
Question 4 - data were entered as the actual age, and was later aggregated in three 
groupings: under 21; 21 to 25; 25 and over. 
Questions 5 and 6 - data were entered as actual postcodes and later the postcodes were 
matched to determine the respondents who did not live at home during tenn. 
Question 7 asked the students if they wished to change their course next year and 
responses to Question 8 were coded from 1 to 28 (see Table 4), according to the 
course nominated. These data were later rolled up into commerce and non-commerce 
courses. 
Table 4: Preferred Alternative Courses in 1995 
1 LLB 15 BEeIBA 
2 BSc 16 BComlBJapStud 
3 BA 17 BCom/BA Asian Stud 
4 BEd 18 BCom/BEc 
5 BComILLB 19 Undecided 
6 BComlBSc 20 BCom/BEc Act Stud 
7 BCom/BA 21 Course at another uni 
8 BSc 22 BSclLLB 
9 BVetSc 23 BCom 
10 BEe 24 BA/BSc 
11 BMarketJMgement 25 BA/BEd 
12 BEng 26 BSc (Info Sys) 
13 BAIlLB 27 BEcILLB 
14 B EeIB Eng 28 Other 
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For Question 9, each language was assigned a number from 1 to 19 (see Table 5). 
Later three major language groups were used: English; Asian; and European and Other 
(see Table 6). 
Table 5: Language Spoken at Home 
1 English 11 Indonesian 
2 Italian 12 Hindi 
3 Greek 13 Other SIEAsian 
4 Chinese (Cantonese/Mandarin) 14 Other Indian Sub/Cont 
5 Arabic 15 Other European 
6 German 16 African 
7 Vietnamese 17 Korean 
8 Spanish 18 Japanese 
9 Polish 19 Pacific Island 
10 Filipino 
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Table 6: Language Groupings 
Asian European and Other 
Chinese Italian 
Vietnamese Greek 
Filipino Arabic 
Indonesian German 
Other SIE Asian Spanish 
Korean Polish 
Japanese Other European 
Hindi African 
Other Indian Sub/Cont Pacific Island 
These data were coded and entered onto an Excel spreadsheet by a research assistant. 
SPSS was used for a preliminary analysis of the data. 
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Chapter 6 
Results 
The major aim of the study was to devise a model with student satisfaction rating as the 
independent variable explained by CEQ scales, mode of study , age , gender, place of 
residence during university tenn and language background. The hypothesis which was 
subsequently tested was related to all of these variables. The results of the analysis and 
statistical testing is reported in two separate sections. The first is the description of the 
demographic data, reporting responses in the various categories. The second is the 
modelling process, presenting and interpreting the results of the statistical model. 
6. 1 Description of Demographic Data 
The questionnaire was divided into two sections. Section A collected basic 
demographic data (enrolled degree, mode of study , gender, age , living away from 
home or at home during tenn and language spoken at home). Section B included the 
CEQ (Ramsden 1989), an instrument designed to measure student perception of 
various aspects of teaching and learning in the course overall (teaching, workload etc) 
and an item on general satisfaction with the course as a whole. The following 
summarises the demographic data. 
Approximately 8 in 10 (82%) respondents were enrolled in a Commerce degree or 
Commerce combined with another discipline. Seven percent of respondents were 
enrolled in an Information Technology degree , and 10 percent of respondents were 
enrolled in degrees from disciplines other than Commerce. The respondents were 
grouped into Commerce, Commerce combined and non-Commerce, but none of these 
groupings had a significant effect on student satisfaction ratings. 
61 
Ninety five per cent of students were studying full-time, with only 5 percent enrolled as 
part-time students. 
Figure 1 shows that at both ANU and UQ there were marginally more male 
respondents (6% and 4% respectively). At UNSW there were substantially more 
female than male respondents (16%). Of the total respondents, 47 percent were male 
and 53 percent were female. 
Figure 1: 
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Approximately 8 in 10 (86%) of respondents were aged between 16 and 20 and 14% 
aged 21 and above. 
Living away from home. Just less than half (44%) of the students lived away from 
home during university tenn, but this factor did not have a significant effect on their 
satisfaction score. 
Change of course for next year. Fourteen percent of students hoped to change their 
course next year. 
Of the 173 students who hoped to change their course next year 46% wanted to change 
to a degree with a commerce component, just less than half (48%) did not want to do a 
commerce degree and 10 (6%) were undecided or wanted to go to another university. 
Language Spoken at Home. Figure 2 indicates that the majority of students at ANU 
and UQ are from an English speaking background (74% and 77% respectively) and a 
minority of students are from a non-English speaking background (26% and 23% 
respectively) , with Asian languages dominating that category (22% and 20% 
respectively). The pattern is not consistent at UNSW, where students from an English 
speaking background constitute 42% of the sample, while students from a non-English 
speaking background constitute 58% of the sample (Asian languages 52%). 
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Figure 2: Language Spoken at Home 
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6 . 2 Differences in CEQ Means Between Institutions 
• English 
o Asian 
• EuropJOthers 
It was not the purpose of this paper simply to produce a comparative league table of 
sub-scale mean scores for the three universities and discuss the comparative results. 
However, other studies have reported their results and they are of interest in the light of 
professorial rankings recently produced by Brownell and Godfrey (1994). Table 7 
reports these means. There are enough responses to make sensible comparisons 
between the three institutions. On the five sub-scales ANU rated consistently below the 
other universities, excep~ in appropriate workload where it ranked higher than UNSW 
and lower than UQ. On the overall satisfaction scale, students rated ANU just below 
UNSW. With the mean of all scales being 3, none of the universities has rated 
particularly well (see Table 7), although clearly students studying within an 
accounting/commerce department or school at UQ rate clear goals and standards, 
appropriate workload, and overall satisfaction more highly than students at the other 
uni versities. 
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Table 7: Comparative Mean CEQ Sub Scale Scores 
Good Clear Appropriate Appropriate Emphasis on Overall 
Teaching Goals Workload Assessment Independence Satisfaction 
ANU 2.66 2.96 2.59 2.90 2.35 2.84 
UofQ 2.95 3.18 2.68 3.00 2.51 3.21 
UNSW 3.00 3.17 2.36 2.99 2.59 2.87 
Total 2.91 3.13 2.49 2.96 2.51 2.97 
6.3 Modelling Process 
The purpose of the analysis was to model the factors which explain the variation in 
student satisfaction. Using the CEQ in a national survey of both final year and graduate 
students, other studies focussed on verifying factor scores, comparing mean scores of 
the five CEQ scales by institution (Mathews, 1990; Ramsden 1991a; 1991b) and field 
of study (Ramsden 1991a; 1991b). McInnis (1993) utilised the CEQ to investigate the 
early experience of first year students in large faculties (including Economics and 
Commerce) and reported results as percentages of 'agree', 'not sure' and 'disagree'. 
The reporting of this data is not the central focus of this study, although comparative 
means scores of the CEQ scales are reported by university. 
Before the modelling commenced, diagnostic tests were undertaken, to confirm the 
reliability and validity of the CEQ sub-scales. 
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Reliability and Validity 
In previous research several types of analysis has been undertaken in order to examine 
the properties of the CEQ and its scales (see Bowden and Martin 1990; Ramsden, 
1991a; 1991b; Richardson, 1994). These studies used a series of item factor analyses 
to confirm the scale structure. This study used a principal component analysis with 
varimax rotation. This analysis confirmed the scale structure, with minor changes, and 
verified the scales as being the main, independent components of student satisfaction 
(see Richardson 1994). 
Statistical Method 
The statistical method used was ordinary least squares (OLS) regression modelling with 
assumptions regarding the data: constant variances ; linearity in scale; and normal 
distribution. Diagnostic checking revealed that these assumptions were reasonable. 
The data did not have a normal distribution, but the means have a normal distribution. 
OLS as the more simple but powerful parametric tool was selected and used to screen 
and identify statistically significant variables. Consideration was given to a more 
elegant solution, proportional odds regression, which has no assumptions concerning 
linearity and normality. 
However, as analysis showed the data response to be symmetric and because the 
sample was large (greater than 1000 observations) assumption of normality for 
inference was considered reasonable and the more simple method was chosen. 
Model Construction 
Earlier versions of the model included the five components of the CEQ scale being 
good teaching, clear goals and standards, appropriate workload , appropriate 
assessment and emphasis on independence. Other variables included university, degree 
enrolment, mode of study, gender, age , living at home or away from home during 
term and language spoken at home. As variables were tested for their contribution to 
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student satisfaction, those which were not statistically significant were dropped out. 
The variables which did not have explanatory power were: appropriate assessment ; 
degree enrolment; mode of study; age and living at home or away from home during 
tenn. 
Thus the proposed model is: 
~ (satisfaction score) = constant + effect due to university + effect due to teaching + 
effect due to clear goals and standards + effect due to workload + effect due to 
independence + effect due to gender + effect due to language + possible interaction. 
The modelling process addressed all the various hypotheses, the central hypothesis 
being: 
Ho: There is no difference in overall satisfaction scores between ANU, UQ and 
UNSW, adjusting for other explanatory variables. 
The statistical modelling effectively addressed and tested all the hypotheses and 
reported only significant effects. In other words the null hypothesis is rejected. 
6.4 Reporting and Interpreting Results of Statistical Modelling 
It might be expected that students who perceive that they experienced good teaching; 
received clear infonnation concerning course aims and objectives; were satisfied with 
the nature of assessment, and the amount of work they were expected to complete; and 
had independence in choosing subjects and methods of studying would be more 
satisfied with their courses. Other studies revealed that gender and ethnicity would 
have no effect on the satisfaction rating of students. 
The analysis indicates that only good teaching, clear goals and standards, appropriate 
workload and independence have a positive effect on student satisfaction and that effect 
is the same at all universities. Each of these factors did significantly explain variation in 
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satisfaction. (see Figure 3). It was surprising to find that appropriate assessment was 
not significant in explaining variation in satisfaction. 
Figure 3: Effect of 4 CEQ Sub Scales on Satisfaction Scores 
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Independence 
Of the four scales, good teaching appeared to be most strongly related to overall 
satisfaction. The more students perceive that the lecturing staff in their course are 
enthusiastic, interested in students, good at explaining topics and able to motivate 
students the more satisfied students feel with the quality of teaching. 
Oear goals and standards proved to be a little weaker in its relationship to overall 
satisfaction. This category included comments about expectations as to clear goals and 
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standards set for students. The more satisfied students were that these had been 
communicated to them by staff, the more satisfied they were overall. 
The relationship of appropriate workload to overall satisfaction was not as strong as the 
two previous factors , yet it is still important in explaining satisfaction. Students are 
dissatisfied when they perceive the workload to be too heavy and there are too many 
topics for them to comprehend the work thoroughly. 
Independence was weakest in its relationship with overall satisfaction. One plausible 
explanation is that accounting courses lack optional subjects when students are seeking 
accreditation for the professional bodies. 
All four scales were related to overall satisfaction but some had a stronger relationship 
than others and would have a greater effect on overall satisfaction. It is possible to use 
the model to quantify the effect on satisfaction by a change in the good teaching scale. 
The model is a powerful statistical tool because it can quantify this relationship and the 
effect of changes in the different scales (see Table 8). A change in the teaching scale 
results in a larger effect in overall satisfaction than a change in other scales. If a 
Department was able to change, by one unit, student scoring on the teaching scale, this 
change would have the greatest effect on overall satisfaction .34 ± .08 at 95% 
confidence interval. This modelling can be undertaken for all the scales. Change one 
unit in clear goals and standards change satisfaction by .24 ± .06; change one unit in 
workload, change satisfaction by .20 ± .06; change one unit in independence, change 
satisfaction by .13 ± .08 all at 95% confidence level. 
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Table 8: Parameter Estimation, Standard Error and Test Statistics 
for Overall Satisfaction 
Estimate SE Test Statistic 
Constant 0.531 0.128 
Sex - Male 0 
Sex - Female -0.1672 0.0432 Fl.1179 15.0 P < .001 
Language - English 0 
Language - Asian -0.428 0.106 
Language - European 0.200 0.209 
Uni,ANU 0 
Unit Qld 0.0534 0.0707 
Unit UNSW -0.0472 0.0691 
Teaching 0.3456 0.0412 Fl.1179 70.4 P < .001 
Goals 0.2415 0.0341 Fl.1179 SO.1 P < .001 
Workload 0.2022 0.0297 Fl.1179 46.4 P < .001 
Independence 0.1357 0.0424 Fl.1179 10.24 P < .001 
Language - English - ANU 0 
Language - English - U of Q 0 
Language - English - UNSW 0 
Language - Asian ANU 0 
Language - Asian - U of Q 0.504 0.150 F4.1179 4.20 P = .002 
Language - Asian - UNSW 0.196 0.122 
Language - European - ANU 0 
Language - European - U of Q 0.035 0.336 
Language - European - UNSW -0.457 0.246 
There were two major findings of the study. The first was an interaction effect between 
institution and language, the only interaction term. The second was that all female 
students were more dissatisfied, regardless of the university. Neither result have not 
been evident in other studies using the CEQ. 
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Both gender and language were factors which contributed to satisfaction (See Figure 4) 
Mathews et al (1990) reported no gender and ethnicity differences on the overall 
satisfaction item. Inspection of the graph shows no difference in English and 
university but does show a difference in Asian/European language and university. At 
all universities female students were more dissatisfied than male students. With 
language, there was an interaction between language and university. The students at 
ANU and UNSW, from an Asian language background, were more dissatisfied than 
their counterparts at UQ. The students at UNSW from a European language 
background were more dissatisfied than their counterparts at ANU and UQ. There was 
little difference in satisfaction of English language background students at all 
uni v ersi ti es. 
Figure 4: Contribution of Gender and Interaction of Language and 
University to Mean Satisfaction Scores 
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Using this equation it would be possible to predict the satisfaction scores of male and 
female students (2 cohorts) from the different universities (3 cohorts) and different 
language groups (3 cohorts). There are eighteen (2x3x3) possible predictions using 
this model. In manipulating the various factors it would be possible to attempt to bring 
about a higher satisfaction score for students, possibly signalling an improvement in the 
quality of teaching. The greatest change in perceived levels of student satisfaction 
would occur as good teaching was improved. 
On inspection of the model it is evident that the student who was most satisfied with 
their learning experience in a course which included a first year accounting subject was 
male, from an English language background, studying at UQ. The student who was 
most dissatisfied with their learning experience in a course which included a first year 
accountin,g subject was female , from an Asian NESB , studying at ANU. Although 
dissatisfaction amongst UNSW female Asian NESB students was not as marked as this 
group, they were also dissatisfied. It is possible to improve relative satisfaction for 
female Asian students at both ANU and UNSW but they might not catch up to their 
male counterparts at these universities. Raising teaching quality overall will not 
necessarily change the relative satisfaction ratings of different groups. For an 
improvement in the satisfaction scores of female Asian NESB students, universities 
may need to look at factors other than quality teaching; external factors such as changes 
to selection of students, remedial English, extra-curricular work. 
6. S Aspects of Course Information 
Seventy per cent of respondents believed they were given satisfactory advice on course 
content whilst slightly less (69%) believed they were given satisfactory advice on 
course aims and objectives. There was a stronger response for advice on course 
structure with nearly three-quarters of the respondents (74%) feeling satisfied. By far 
the strongest responses relate to advice on assessment with 87% of students feeling 
satisified with that advice. 
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6.6 Responses to Open-Ended Questions 
In Question 33 students were given the opportunity to elaborate on any question. 
Comments varied in tone from being critical of lecturers: "some lecturers are hard to 
understand and give no interest in lecturing"; "most of the lecturers did not explain 
clear", " I came across bad lecturers and I just didn't attend those lectures and learnt the 
material at home", " lecturers were too soft, boring, repetitious and everyone either 
talked or slept"; critical of courses "it seems that first year courses are structured to 
force some students out of the degree. Little consideration is given to the emotional 
pressure of this arrangement", "For those of us without English as a first language, we 
are slower than others and are left struggling along with the others. Things keep piling 
up and I don't know how to handle"; to students being self-reflective "I'd like to 
emphasise that there are some glitches on the part of the course itself but I put myself 
responsible for part of the lack of understanding of the course and time constraints etc". 
As it is more common to elicit negative responses in open-ended questions, the majority 
of the comments were critical in nature. 
The following chapter summarises the findings of the study and attempts to draw some 
general conclusions about the research problem for accounting education. It also 
discusses future use of the CEQ and the place of student evaluations as a performance 
indicator of quality in higher education. Finally it suggests further areas for research. 
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Chapter 7 
Summary and Conclusions 
7 . 1 Summary of Findings 
This research tested the central hypothesis that there is no difference in overall 
satisfaction scores between students who are studying in courses at ANU, UQ and 
UNSW which included a first year accounting subject. The CEQ was used to collect 
the data and the statistical model which was constructed effectively addressed and tested 
the central hypothesis and all other hypotheses. The null hypothesis was rejected, in 
other words differences in overall satisfaction scores between the universities were 
found. 
In the light of prior research (Williams 1982; Mathews et al 1990) these differences 
were expected. However, what was not expected was the level of dissatisfaction at 
UNSW, because in the Brownell and Godfrey study (1994) it was rated higher, by the 
professoriate in accounting departments nationwide, for its undergraduate coursework 
teaching than UQ. 
As the hypothesis was developed there were various speculations. The first was that 
students who were enrolled in courses not seeking professional accreditation would be 
more satisfied than students who were enrolled in a vocational specialisation (Jones et 
al 1989). The variable 'degree enrolment' was found not to be statistically significant 
in explaining differences in satisfaction scores and was dropped out of the model. 
Students who were studying in non-commerce courses were not more satisfied than 
students enrolled in commerce courses. 
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The second was that NESB students would be less satisfied with their course 
experience than English background students. A major finding of the study was the 
interaction effect between university and language. There was no difference on the 
overall satisfaction item in English language background and uni versity, but there was a 
difference in both Asian language and European language background and university. 
The students at ANU and UNSW, from an Asian language background, were more 
dissatisfied than their counterparts at UQ. The students from a European language 
background at UNSW were more dissatisfied than their counterparts at ANU and UQ. 
The final speculation was that gender would have an effect on student satisfaction rating 
and on responses to the CEQ scales. A second major finding was that female students 
from all the universities were more dissatisfied than their male counterparts. The most 
dissatisfied student was female, from an Asian language background and studying in a 
course at ANU which included a first year accounting subject. 
Of the five CEQ sub-scales only four were found to have a statistically significant 
relationship to overall satisfaction. It was surprising to find that appropriate assessment 
was not significant and therefore dropped out of the model. This insignificance was 
unexpected in the light of strong responses to the question concerning students' 
perception of the advice given at the beginning of the year. Almost nine out of ten 
students (87%) indicated that they were given satisfactory advice on course assessment. 
Of the other four CEQ sub-scales good teaching appeared to be the most strongly 
related to overall satisfaction. Independence had the weakest relationship, a finding 
which can be explained by the lack of optional subjects in vocationally-oriented courses 
where students seek professional accreditation on graduation. 
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7.2 Implications of the Research for Furthering Understanding of the 
Research Problem 
Government policy is directing universities to be more efficient and encouraging them 
to attract overseas/NESB students. Universities are providing study skills centres , 
English bridging courses, students' associations, counselling services etc. , but this 
study has revealed a continuing dissatisfaction , amongst Asian language background 
students at ANU and UNSW and European language background students at UNSW, 
with their learning experience. The micro learning environment has been tested but not 
the macro learning environment so it is not possible to speculate that teaching is their 
only source of dissatisfaction. To further understand the research problem of 
dissatisfaction for Asian female students it may be necessary to add more variables , 
such as institutional support systems to the model , to test the relationship between 
overall satisfaction and the total teaching and learning environment. 
This research can be used as a symptom-discerning device to focus attention on gender 
and ethnicity in accounting courses so that causes can be explored by other techniques. 
These techniques may include ethnographic studies of foreign students to understand 
more about the experience of individuals and to make informed generalisations. Also 
useful would be questionnaire-based interviews and studies of attitudes and values of 
specific foreign student groups including individual motivation for study , individual 
reactions to differing academic organisation and research style, individual health and 
adjustment variables. 
One of the strong features of the CEQ is that all studies have revealed a strong 
relationship between good teaching and student satisfaction. The use to which these 
results are put can justify the continued use of the CEQ as a measuring instrument and 
if good teaching is targeted then, according to the model , student satisfaction will 
improve. If student satisfaction is used as a proxy for quality , then accounting 
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departments/schools can achieve quality outcomes for students. The focus on good 
teaching overcomes some of the criticisms which have been directed towards the use of 
student evaluations. The accusation has been that students will be more satisfied if 
assessment is easy, workload is light and they are dependent on academic staff. All 
results from CEQ have indicated that good teaching and clear goals and standards are 
the strongest indicators of student satisfaction. Workload and assessment are not 
necessarily the primary targets for improvement although it would be reasonable if 
lecturers across courses were aware of the assignment loads of students and due dates 
of other assignments. 
I' 
!! Because the current arrangements for students at ANU and UNSW do not appear to be 
I ~ 
Ii creating satisfactory learning experiences for female students generally and female 
II Asian and European language background students in particular, some improvements 
I: beyond the classroom could be explored. Schools/Departments of Accounting could be 
looking to provide study skills within their own discipline, with the person being 
located within the dept/school/faculty. Academic advisers may be made aware of 
particular problems relating to NESB students, whilst at the same time being careful not 
to exclude students from English speaking backgrounds who are disadvantaged in 
ways other than language and dissatisfied for some of the same reasons. 
The CEQ focuses on the course experience of students and does not measure the 
perfonnance of individual teachers. The results of this study does signal that teachers 
in commerce courses at two out of the three universities might need to reassess the 
impact of their teaching on female students and female Asian students. It may be 
possible for these individual teachers to think about introducing better teaching methods 
and then evaluating them through student surveys which are designed for that purpose. 
The results of this study beg the questions "what has happened to accounting education 
since the Mathews report?" and "what have individual universities done, or have they 
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been satisfied with their ranking on the 'league table'?". That may certainly be the case 
with UNSW which has a reputation and some evidence (refer Brownell and Godfrey 
1994) as to its undergraduate teaching, but the everyday reality for students may be 
contrary to the perceptions of professorial staff. The following is a comment by a 
senior staff member on recruitment of staff at one of the surveyed universities, "We get 
our research right first and then we believe that teaching will take care of itself." Older 
established universities have a reputation off which they trade. Their TERs are high 
and students vie for positions within that institution and in faculties in that institution. 
FacultieS/schools/departments have reputations for good/bad teaching but students put 
up with that and compensate for it in others ways - study groups, tutoring, hard work 
outside of class time. Maybe NESB students do not have those support systems and 
therefore do not have these ways of overcoming bad teaching. They struggle and pass 
but are left with memories of difficult experiences. But the universities continue to 
attract students irrespective of teaching because the students want the credentials and the 
marketplace has detennined that some degrees are better than others. Students will not 
leave university nor will they bother complaining except anonymously when surveys 
like the CEQ are issued. Universities are not a marketplace in tenns of supply/demand 
and competition. Universities have created their own hierarchies which are being 
perpetuated through research but perhaps not through good teaching. 
If some funding is to be based on perfonnance indicators , and student evaluations are 
one of those indicators, and the CEQ is to be the universal measuring instrument, then 
universities will need to be able to identify areas where improvement will most 
significantly affect student satisfaction. The results of this study show the strongest 
relationship between good teaching and student satisfaction. Placing resources into 
improving teaching will reap the most benefit in tenns of greater satisfaction. But the 
problem remains for female students and female Asian students and their problems 
might be best addressed outside the parameters of the CEQ. 
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This research has significance for accounting education where research in the past has 
concentrated on students' perfonnance rather than on students' satisfaction and has not 
considered satisfaction as an indicator of quality. It is evident from the model that 
improvements in good teaching will have the strongest effect on student satisfaction. 
Accounting/commerce departments/schools at established universities could direct 
resources at achieving improvements in 'good teaching' in order to gain the greatest 
benefit for students and therefore the greatest benefit for themselves as the 
Commonwealth pursues its investigation into and funding of quality using the CEQ. 
Another important contribution of the research is the discovery is the significant gender 
and ethnicity effect, the nature of which can be investigated through future research 
projects. 
7 . 3 Future Research 
The CEQ, as used in this study has undergone, and is undergoing, improvement. The 
possibility of including questions on curriculum may need to be considered, as this 
would overcome some criticisms and improve its validity in the opinion of some 
lecturers who have expressed concern over this omission. 
Further investigation into the use of the CEQ in first year courses which include an 
accounting subject, could be expanded to include a stratified sample of universities 
including former CAEs and the newer universities which were not created from CAEs 
or amalgamations etc. The conventional wisdom is that students from large established 
universities are more likely to be less enthusiastic about the quality of teaching. A 
stratified sample would strengthen the generalisability of any results. 
As an extension to this study, it would be interesting to compare students in mass 
lectures with students in smaller groups as the conjecture is that students in large 
courses are more negative about aspects of staff availability and feedback on student 
progress. 
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Finally, it may be possible to use the CEQ in a longitudinal study of accounting 
students, starting with their first year. First year students are generally more critical of 
teaching than later year students and it would be possible to track educational 
experiences of students through their university life to determine if they are more 
critical. 
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Appendix A 
The Australian National University 
Department of Commerce, The Faculties 
Canberra ACT 0200 
The First Year Experience Questionnaire 
Dear Student, 
The purpose of this research project is to fmd what students think about their frrst semester at university in 
1994. I would like you to help me by completing this questionnaire along with frrst year students who are 
studying accounting subjects at two other universities in Australia. 
The information you provide wilf be important as it will help your university identify areas of concern to 
their first year students. 
Confidentiality is absolutely assured. Please do not put your name on the questionnaire. 
If you have any enquiries concerning this questionnaire please ring Elaine Rigby (06 249 3586). 
Thank you for your co-operation. 
Yours sincerel y 
Elaine Rigby 
Lecturer, Dept of Commerce 
31 May 1994 
SECTION A: BACKGROUND INFORMATION 
1 For which degree(s) are you enrolled? 
(e.g. BEc, BCorn etc. or combined) 
2. What is your mode of study? 
(Circle one) 
3. What is your sex.? 
(Circle one) 
4. What is your age? 
Full time 
Male 
5. Postcode of your tenn residence: 
Part time 
Female 
6. Postcode of your parents' home 
residence: I 
(Or if they live overseas D (tick) ) 
7. Do you hope to change your course 
next year? (Circle one) 
Yes No 
If yes, 
8. What is your preferred alternative for 
next year? 
9. What language is spoken at home? 
2 
SECTION B: YOUR COURSE EXPERIENCE IN SEMESTER ONE 
In this section I would like you to think about the course as a whole rather than identifying individual subjects. The items 
have been specially chosen to reflect aspects of teaching and courses that are generally important across a wide range of 
subjects. 
How to answer 
On • scale of 1 to 5, where 1 means "dennitely disagree" and 5 means "definitely agree", cirde Jour 
responses to tbe following statements. 
Not sure 
Definitely or doesn't De[ mitely 
Disagree apply Agree 
1 It's always easy here to know the standard of work expected of you. " I 2 3 4 5 
2 There are few opportunities to cboose the particular areas you want to study. 1 2 3 4 5 
3 The teaching staff of this course motivate students to do their best work. 1 2 3 4 5 
4 The workload is too heavy. 1 2 3 4 5 
5 Lecturers here frequently give the impression that they haven't anything to learn 1 2 3 4 5 
from students. 
6 You usually have a clear idea of where you're going and what's expected of you 
in this course. 1 2 3 4 5 
7 Staff here put a lot of time into commenting on students' work. 1 2 3 4 5 
8 To do well on this course all you really need is a good memory. 1 2 3 4 5 
9 The course seems to encourage us to develop our own academic interests as far as 
possible. 1 2 3 4 5 
10 It seems to me the syllabus tries to cover too many topics. 1 2 3 4 5 
11 Students have a great deal of choice over how they are going to learn in this course. 1 2 3 4 5 
12 Staff here seem more interested in testing what we have memorised than what 
we have understood. 1 2 3 4 5 
13 It's often hard to discover what's expected of you in this course. 1 2 3 4 5 
14 We are generally given enough time to understand the things we have to learn. 1 2 3 4 5 
15 The staff make a real effort to understand difficulties students may be having with 
their work. 1 2 3 4 5 
16 Students here are given a lot of choice in the work they have to do. 1 2 3 4 5 
17 Teaching staff here normally give helpful feedback on bow you are going. 1 2 3 4 5 
18 Our lecturers are extremely good at explaining things to us. 1 2 3 4 5 
19 The aims and objectives of this course are not made very clear. 1 2 3 4 5 
20 Teaching staff here work hard to make their subjects interesting to students. 1 2 3 4 5 
21 Too many staff ask us questions just about facts. 1 2 3 4 5 
22 There's a lot of pressure on you as a student here. I 2 3 4 5 
23 Feedback on student work is usual 1 Y provided ONLY in the form of marks & grades. 1 2 3 4 5 
24 We often discuss with our lecturers or tutors bow we are going to learn in this course. 1 2 3 4 5 
25 Slaff here show DO real interest in what students have to say. 1 2 3 4 5 
26 It would be possible to get through this course just by working hard around exam times. 1 2 3 4 5 
27 This course really tries to get the best out of all its students. 1 2 3 4 5 
28 There's very little choice in this course in the ways you are assessed.. 1 2 3 4 5 
29 The staff here make it clear right from the start what they expect from students. 1 2 3 4 S 
30 The sheer volume of work to be got through in this course means you can't 
c:cmprehend it all thorough! y. 1 2 3 4 5 
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31 Were you given satisfactor)' advice at the beginning of the year on course: (circle a response on each line) 
cootent 
aims and objectives 
~ture 
assessment 
32 Overall. how satisfied are you with your course? 
very dissatisfIed 
1 2 
yes 
yes 
yes 
yes 
satisfied 
3 
no 
no 
no 
no 
4 
. very satisfied 
5 
33 If you would like to elaborate on any question. please write below indicating the question number. 
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